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Appendix I: Methodology
Methodology for Chapter 1:
Stock-taking and comparative analysis of existing
assessments in the ESA region
For our stock-taking of existing assessments on primary students’ literacy and numeracy learning
outcomes in the ESA region, we focused on assessments that provide data for one of the
following three purposes:
• system-level diagnostic;
• system-level monitoring;
• programme evaluation.
National examinations were not included. They have a wholly different purpose, and use their
own methods of sampling, data analysis and reporting. Furthermore, examinations tend not be
accompanied by the publicly available documentation that learning assessments generate.

Stock-taking framework
The framework used for presenting and analysing the results of our stock-taking was developed
in relation to previous work ACER undertook to characterise assessments, as well as to the
2008 EFA Global Monitoring Report and other recent attempts to map the national assessment
landscape (see Table 13).74
The detailed results of the stock-taking, with information for all framework categories for each
assessment, are presented in the main stock-taking table in Appendix VI.

74

For an example of previous work ACER has done on characterising assessments, see Learning assessments at a glance (ACER,
n.d.). For the assessment mapping framework used in the 2008 EFA Global Monitoring Report, see the annex ‘National learning
assessments by region and country’ in UNESCO (2008, pp. 208–220). For another example of a recent attempt to map the
national assessment landscape, see fhi 360 Education Policy and Data Centre (2015).
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Table 13. Stock-taking framework
Framework
element

How assessments were classified within the framework element

Country

Name of country of implementation

Assessment
name

Name of assessment

Organisations/
institutions
responsible

Name of implementing body

Purpose

Assessment purpose, distinguishing:
• System-level diagnostic: Administered once to get a snapshot of
student performance levels at the system-level (usually national)
• System-level monitoring: Administered repeatedly to monitor student
performance levels at the system-level (usually national)
• Programme evaluation: Administered on smaller scale to evaluate the
impact of a programme that aims to improve student performance,
with treatment and control groups, and usually involving baseline,
(mid-line), and end-line

Inception

Assessment start date

Frequency

Frequency of assessment administration:
• cycle length if the assessment is conducted regularly
• years of implementation if the assessment is repeated, but not
regularly
• ‘N/A’ if an assessment is administered only once (one-off)

Target
population

Grade-based (e.g., Grade 4) or age-based (e.g., 10 year old students)

Sample

Brief details of achieved sample, including whether it is nationally
representative

Cognitive
domains

Cognitive domains covered in the assessment to measure student
performance (e.g., literacy and numeracy)

Contextual
instruments

Contextual data collection instruments (e.g., student questionnaire, teacher
questionnaire, school head questionnaire)

Test
administration

Test administration methods, distinguishing between the following:
• School-based or household-based for administration location
• Group administration, small group administration or one-on-one
administration for administration method
• Paper-based, tablet-based or oral for administration mode
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Data analysis

Reporting and
dissemination

Data
•
•
•

analysis approaches, particularly:
if IRT analysis is used to scale data on student performance;
if competency levels/benchmarks are established;
how student performance is analysed (e.g. frequency analyses, mean
scores);
• if relationships between student performance and contextual factors
are explored via analytical methods such as correlation, regression,
multilevel modelling;
• if trend analysis is conducted;
• if international comparisons are used (in multi-country assessments).
• if results reports are publicly available
• other reporting and dissemination methods

Stock-taking approach
The approach for our stock-taking of the assessments included:
• collating current knowledge within ACER about assessments in ESAR;
• identifying gaps in information about particular assessments, and ESAR countries where
little or nothing is known about assessments;
• attempting to fill information gaps by consulting the following data/documentation:
- data/documentation from sources including UNESCO’s International Bureau of Education
(UNESCO (n.d.-b); UNESCO’s EFA Global Monitoring Reports (UNESCO (n.d.-a); the
Education and Policy Data Centre maintained by fhi360°, particularly their education
profiles, databases and the findings of their national assessment mapping activity (fhi
360 Education Policy and Data Centre (2015, n.d.-a, n.d.-b); the Centre for Education
Innovations maintained by Results for Development (Results for Development (n.d.); and
the EdData website75 (RTI International, 2004);
- the annual country office reports and education statistics reports that have been provided
by the UNICEF ESARO and UNICEF Cos;
- data/documentation from activities undertaken as part of UNESCO’s Observatory of
Learning Outcomes (OLO);
- data/documentation from ministry websites of governments in ESAR;
• attempting to fill information gaps by consulting the following contacts as required:
- existing contacts established by ACER in the course of earlier work (e.g. contacts

at Results for Development, RTI, Uwezo, and national assessment bodies in specific
countries in ESAR);
- new contacts established through this consultancy (e.g. contacts with people within
ministries or donor agencies through UNICEF ESARO and COs).
Consultation with existing and new contacts was conducted via email, using standardised
questionnaires that, first, sought an overview of the assessment activities in the country of
interest and, second, sought a more detailed information about particular assessments relevant
to the consultancy.

75

https://www.eddataglobal.org/
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Methodology for Chapter 2:
Literacy and numeracy in primary education in the
ESA region—Students experiencing LLOs and trends
over time
Available datasets
Several criteria were used to select the datasets for our analysis. First, we used datasets relating
to literacy and numeracy that were as current as possible. Second, we selected datasets that
were representative of the population they were assessing, and were based on an appropriate
census or household survey, or sample-design with sampling weights used to represent the target
population. Third, for the data to be useful for profiling students, the dataset had to include links
between achievement data and contextual information about the student.
For the analysis, data from four different assessments implemented in seven ESA countries were
available: Uwezo, PASEC, TIMSS and prePIRLS. PrePIRLS was chosen over the traditional PIRLS
dataset because it is better targeted to the achievement of students from participating countries
for the region. SACMEQ data was not available within our research timeline.76 The datasets used,
the countries involved, the year(s) of implementation, the target population and the domains
assessed appear below (see Table 14).
Specifics about the different datasets used for this analysis are described in the following sections.

Uwezo
Uwezo is a household and age-based survey that assesses literacy and numeracy outcomes for
children in Kenya, Tanzania and Uganda. Achievement data is collected from the children, and
contextual information is obtained via an interview with the head of the household, as well as
from observations made in the school or home environment (Hivos/Twaweza, 2014). Uwezo data
from 2009/2010, 2011 and 2012 were available for the purposes of our research.
The main focus of our data analysis was to examine literacy and numeracy learning outcomes
of children in primary education. A procedure for selecting the relevant children was established
using criteria for students who attend school, students who have dropped out of school, and
children who never attended school.

PASEC
PASEC is a large-scale survey of students’ abilities in mathematics and reading in French that is
administered across 13 countries across multiple grades (generally Grades 2 and 5). Students are
typically assessed at the beginning and end of each grade in order to measure growth over the
course of the year (CONFEMEN, 2010a). PASEC databases for Burundi and Comoros for Grades
2 and 5 were used for our analyses.

76
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Efforts were made to gain access to SACMEQ data as well as data from national assessments. In total, 12 ESA countries
participated in SACMEQ. The SACMEQ data archive remained offline when we conducted this research and the process required to
obtain national data to be included in our analysis exceeded the timeline for this study. We thank UNICEF ESARO and COs for their
support in requesting access to data during our research. Findings from SACMEQ and national assessments are referred to in the
discussion where reports were available and contained analysis of contextual data.

TIMSS and prePIRLS
TIMSS and PIRLS are IEA studies run on a regular cycle (TIMSS every four years; PIRLS ever five
years) to monitor mathematics, science and reading literacy skills among children in participating
countries from different regions of the world. PrePIRLS was introduced for the PIRLS 2011 cycle
as an assessment of reading literacy that is easier for students than the traditional PIRLS format
(M. O. Martin, Mullis, Foy, and Arora, 2012; I. Mullis, Martin, Foy, and Drucker, 2012). In this
report, data was analysed from TIMSS 2011 Grade 6 (mathematics only) for Botswana. Data was
also analysed from prePIRLS 2011 Grade 4 for both Botswana and South Africa.

Table 14. Assessment programmes for which data were available for analysis
Assessment Countries
Name

Year of implementation Target
population

Domains assessed

Uwezo

Kenya,
Tanzania,
Uganda

2009/2010
2011
2012

Age-based
Literacy (French,
household (6-16) Swahili), Numeracy

PASEC

Burundi,
Comoros

2008/2009 (Burundi)
2008/2009 (Comoros)

Grade 2 students Literacy (French,
Grade 5 students Kirundi), Numeracy

TMSS

Botswana

2011

Grade 6 students Mathematics

Malawi

Botswana,
South Africa

2011

Grade 4 students Literacy (English)

Methodology for the characterisation of students experiencing LLOs
in literacy and numeracy in the datasets
In each of the Uwezo, PASEC, TIMSS and prePIRLS databases, the first step in characterising
students experiencing LLOs was to define who each of these children were. For each of the
defined assessment variables within each database, a dichotomous variable was created that
signified whether the student was defined as experiencing LLOs (value of 1) or whether they are
not considered to be experiencing LLOs (value of 0) for the assessment variable in question. In
each case, the decision of whether or not someone was experiencing LLOs was made based on
definitions in each study. Students without a score for the assessment in question were treated
as missing data.
The second step was to define a list of contextual variables in each dataset that would be
considered of potential interest in characterising the students experiencing LLOs. This list was
devised after considering the types of variables previously identified as being associated with
student achievement. The variables cover a range of information from the student, including
home background, household possessions, parental education and literacy, and student academic
background experiences at school.
The third step was to explore descriptive statistics of two groups with overlapping students for
each of the relevant contextual variables. The first group was students in the target population,
for example, the percentage of the Botswana population for prePIRLS that are female. The second
group was students identified in the first methodological step who were in a LLOs group. The
example for this group would be the female proportion of the Botswana population of prePIRLS
students who were identified in the first stage as experiencing LLOs in reading.
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The next step was to use significance testing to determine whether students who are categorised
as experiencing LLOs for the assessment in question (value of 1) differ from the remaining
students who were considered not to be experiencing LLOs for the assessment in question
(value of 0). For this we used a logistic regression, a statistical technique that allows for a
dichotomous dependent variable. A significant logistic regression test would imply that students
identified as experiencing LLOs have significantly different characteristics to students who were
not identified. All our analyses use weighted data that enable us to relate our findings back to
the relevant target populations of each of the studies.
Specific methodologies relating to each assessment are listed below.

Profiling methodology: Uwezo
The main focus of our data analysis was to examine literacy and numeracy learning outcomes of
children in primary education. Therefore, the total sample of children participating in Uwezo was
modified. This section provides details on the procedure we used to select the final sample of
children included in our analysis. It also lists the performance and contextual data available for
use in the analyses.
Uwezo is a household- and age-based assessment. Because of these characteristics, the
assessment reaches children with different school enrolment status. From children who are
within the formal education system, Uwezo assesses those attending preschool, primary or
secondary education.
We selected children for our study based on three criteria. First, of all children enrolled in school,
we selected only those in primary grades. This included children attending up to Grade 8 in
Kenya, and children attending up to Grade 7 in Tanzania and Uganda.
Second, among children who had dropped out of school, only those who left during primary
education were considered. Children whose last year at school was Grade 9 and above in Kenya,
and Grade 8 and above in Tanzania and Uganda, were excluded.
Third, among children who had never been enrolled in school, only those within the typical ages
for primary education were considered. One more year was added to the age in which children
are expected to finish primary education in each country. This cut-off meant we only included
out-of-school children 14 years and below in Kenya and Tanzania, and 13 years and below in
Uganda (see Table 15).
The first step in examining the characteristics of children experiencing LLOs is to define the
concept of LLOs. The nature of the Uwezo assessment and the variety of enrolment status
among children taking the tests complicated the definition.
Uwezo tests are administered to a wide population of students aged 6–16, regardless of
enrolment status and, if enrolled in school, the grade level they are attending. Different forms of
the same test are given to all children. The test is aligned with the national Grade 2 curriculum in
the three countries. Because of this alignment, it is assumed that all children attending Grade 3
and above should be able to reach the highest level of achievement: ‘story’ for the literacy tests
and ‘multiplication/division’ for the numeracy test.
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Typically, the national reports present the results of the assessment in terms of the percentage of
in-school children reaching each of the performance levels by grade. In particular, countries focus
on the outcomes of students above Grade 3. The focus of the regional reports is a comparison
of the percentage of children above Grade 3 who can achieve the highest level of performance
in each test for the three countries. For the purpose of this study, and consistent with UWEZO’s
analytic approach, children who experience LLOs are characterised as those enrolled in Grade 3
and above unable to achieve the highest level of performance.
Uwezo does not report the learning outcomes of out-of-school children. Two types of children
are within this category: those who dropped out of school and those who never received formal
education. A similar approach to that used for identifying in-school children with LLOs was used
for the former group. Thus, children who dropped out of school in Grade 3 and above and who
could not perform at the top level in each domain were identified as experiencing LLOs. For the
group of children who never received formal education, the criterion to identify those with LLOs
was age-based. Those 10 years old and above who could not perform at the top level in each
domain were identified as experiencing LLOs.
Table 15 shows the final sample used for our analysis. The numbers are disaggregated by
enrolment status. The application of the above mentioned exclusion criteria result in the exclusion
of 7 to 14 per cent of the assessed children from our analysis.
Only data for 2012 were used for the purpose of profiling students experiencing LLOs.
Performance data we used in the analyses were for language literacy in English (all countries) and
Swahili (Kenya and Tanzania), as well as numeracy (all countries). Children were scored on their
ability to perform different tasks of increasing difficulty in each domain assessed. For language
literacy, students were graded according to their ability to successfully complete tasks that relate
to letters, words, paragraphs and a story (in increasing order of difficulty). It is assumed that
the ability to complete a task at a higher level means the child can complete the task at a lower
level. For numeracy, students were graded on whether they were able to successfully complete
tasks that relate to counting, numbers, values, addition, subtraction and multiplication. Children
in Kenya were also given a division task.
Contextual information available from UWEZO used in this report includes:
• gender;
• age of student (6–9 years; 10–13 years; 14–16 years);
• type of wall at home (Kenya: mud, polythene, iron sheet, timber, stones/bricks; Tanzania:
mud, burnt bricks, cement bricks, other);
• home resources (access to electricity, TV, radio, phone, clean water, car, fridge, motorbike);
• mother’s level of education (none, some primary, some secondary, post-secondary) (options
vary across countries);
• whether the child receives extra lessons or tuition (Kenya only);
• school type (public, private, other; completed);
• school location (Tanzania only).
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Table 15. Uwezo final sample for analysis
Uwezo
country

Kenya

Total

2009-10
2011
2012

Tanzania

2009-10
2011
2012

Uganda

2009-10
2011
2012

74,781
125,661
145,564
35,540
110,435
105,352
32,768
100,550
92,188

Children not Children
retained
retained

Children retained
In school

Dropout

Never
enrolled

6,089

68,692

94,489

622

3,582

-8.10%

-91.90%

-93.90%

-0.90%

-5.20%

13,377

112,284

105,286

1,147

5,851

-10.60%

89.40%

-93.80%

-1.00%

-5.20%

15,180

130,384

121,617

1,355

7,412

-10.40%

-89.60%

93.30%

-1.00%

-5.70%

3,747

31,793

29,584

1,307

902

-10.50%

-89.50%

-93.10%

-4.10%

-2.80%

10,743

99,692

89,931

5,404

4,357

-9.70%

-90.30%

-90.20%

-5.40%

-4.40%

14,563

90,789

85,129

2,112

3,548

-13.80%

-86.20%

-93.80%

-2.30%

-5.40%

2,322

30,446

27,878

912

1,656

-7.10%

-92.90%

-91.60%

-3.00%

-5.40%

7,224

93,326

87,370

2,227

3.758

-7.20%

-92.80%

-93.60%

-2.40%

-4.00%

6,137

86,051

81,503

1,845

2,703

-6.70%

-93.30%

-94.70%

-2.10%

-3.10%

Profiling methodology: PASEC
All students included in the databases for PASEC, which is a school-based assessment, are in
the target population. Some difficulties were encountered in reconciling contextual information
across the databases of the two countries that we focus on in this chapter, as the variables and
the names used for them were not comparable. Information about the variables used in PASEC in
these two countries was mostly taken from the French language national reports (CONFEMEN,
2010a, 2010c).
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For the Burundi Grade 2 database, a weighted sample of 2,694 students represents 405,429
students. For the Burundi Grade 5 database, a sample of 2,625 students represents 253,524
students.
For the Comoros Grade 2 database, a sample of 2,120 students represents 22,490 students. For
the Comoros Grade 5 database, a sample of 1,945 students represents 9,765 students.
Achievement data for PASEC students are collected near the beginning and towards the end of
each assessed grade. This enables measurement of the student’s improvement over the course
of the year. We used performance data obtained towards the end of the year, consistent with
PASEC reporting.
PASEC assesses students in French and mathematics for Burundi and Comoros. In addition,
Grade 2 students from Burundi were also assessed in Kirundi.
In PASEC, there are 3 levels for international comparison (CONFEMEN, 2010b, p. 93):
• Level 1: Students who have a score of less than 25 (out of 100). These students are either
responding randomly and would be considered to be failing at school, or close to it.
• Level 2: Students who have a score between 25 and 40 (out of 100).
• Level 3: Students who have a score between 40 and 100. Students at this level are
considered to have acquired a basic level of knowledge.
For the PASEC datasets, students who have a score within the Level 1 range are considered to
be experiencing LLOs.
Contextual information used in the analyses included the following:
• Gender (proportion of females);
• Whether the student is below the normal age for the grade (below 5 years old for Grade
2 or below 9 for Grade 5) and whether the student is above the normal age for the grade
(above 8 years old for Grade 2, or above 11 for Grade 5);
• An indicator of household possessions – a tally of eight home possessions is used:
electricity, a television, a telephone, a fridge, gas heating, a video recorder, a computer and
a car. The indicator is grouped into three categories:
- less than three possessions;
- between three and five possessions;
- more than five possessions.
• If the student participates in farm work;
• If the student participates in housework;
• If the student participates in retail work;
• Whether work hinders the student’s ability to study at home;
• Whether work hinders the student’s ability to attend school;
• Whether work hinders the student’s ability to concentrate at school;
• Literacy of parents (both father and mother);
• Language spoken at home (Shikomori, Arabic, French, English, Kirundi, Swahili, other);
• Presence of basic facilities in the school (library, computer room, toilets, electricity, drinking
water).
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Profiling methodology: TIMSS and prePIRLS
For the purpose of our study, data for TIMSS 2011 and prePIRLS 2011 were sourced and analysed.
The TIMSS data relate to Grade 6 mathematics performance for Botswana. Grade 6 is outside
the typical primary level grade assessed by TIMSS (Grade 4).
The prePIRLS 2011 data are for Botswana and South Africa (Grade 4). PIRLS and TIMSS are run
at different cycles: TIMSS is run every four years, whereas PIRLS is run every five years; in 2011
they were conducted at the same time.
Performance in prePIRLS can be linked to the PIRLS reading achievement scale. The PIRLS 2011
item parameters were used to anchor the prePIRLS scale. The results are reported on its own
scale, using the same 0–1000 scale used in TIMSS and PIRLS. Given the widespread familiarity
with the scale used by PIRLS and TIMSS, this metric was also used for prePIRLS. The prePIRLS
scale was centred at 500 as the mean achievement of the three countries combined, and 100
points on the scale was set to the standard deviation of the combined achievement distribution.
As with PASEC, the relevant databases for TIMSS and prePIRLS only include sampled students
from the target grade. Thus all cases in the databases were included in our analysis. The survey
included contextual information collected from students (student questionnaire), from parents
(parent questionnaire), teachers (teacher questionnaire), school principals (school questionnaire)
and from national centres (national context survey). For our research, we used only data that can
be linked back to the students, so the National Context Survey and the teacher questionnaire
(which is sampled at the school level and is not identifiable to a particular classroom) were not
considered.
Students’ achievement on the items in TIMSS and prePIRLS are used to identify the knowledge
and skills associated with achievement at particular points on the achievement scale. Each of the
scales used in the studies has several benchmarks for reading, mathematics and science literacy.
The TIMSS and PIRLS International Study Center worked with various expert groups and subject
advisory committees to set benchmarks for reading, mathematics and science in terms of what
children should be achieving. On a scale of 0 to 100 with 500 mean, four benchmarks were set:
• Advanced International Benchmark (625);
• High International Benchmark (550);
• Intermediate International Benchmark (475);
• Low International Benchmark (400).
For our research, we consider students who do not achieve the Low International Benchmark
(i.e., students who score less than 400) to be experiencing LLOs in that domain.
For mathematics, the Low International Benchmark of 400 was defined for Grade 4 as follows:
Students have some basic mathematical knowledge. They can add and subtract whole numbers.
They have some recognition of parallel and perpendicular lines, familiar geometric shapes, and
map coordinates. They can read and complete simple bar graphs and tables.
For reading literacy, the Low International Benchmark of 400 was defined for Grade 4 as follows:
When reading literary texts, students can locate and retrieve an explicitly stated detail. When
reading informational texts, students can locate and reproduce explicitly stated information that
is at the beginning of the text.
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The scales in each of the databases include five plausible values that are used to estimate
standard error associated with the achievement level. For our study, only performance on the
first plausible value was used to determine whether a student achieved the low international
benchmark. There is a small margin of statistical error in using this methodology, but it was
necessary in order to conduct the analyses. The relative size of the error is considered to be low.
TIMSS and prePIRLS collect a wide variety of contextual data. The variables chosen for our
analysis are those that are comparable with the information collected in other studies (such as
home background, household possessions, parental education), and those believed to be related
to students experiencing LLOs, such as relevant school-related factors. Contextual information
from the student questionnaire and parent questionnaires used in the analyses included the
following:
• Gender;
• Age (12 years or less; between 12 and 14 years; 14 years or older);
• Test language spoken at home;
• Home resources for learning index (number of books in the home, number of children’s
books in the home, number of home study supports, highest parental education level,
highest parental occupation level) was categorised into:
- many resources
- some resources
- few resources;
• Highest parental education levels;
• Student engagement with reading at school (prePIRLS scale);
• Preschool attendance;
• Engagement in numeracy activities before beginning primary school (TIMSS and PIRLS
International Study Center);
• Engagement in literacy activities before beginning primary school (prePIRLS);
• Competency of early numeracy tasks when beginning primary school (TIMSS and PIRLS
International Study Center);
• Competency of early literacy tasks before beginning primary school (prePIRLS);
Contextual information collected from the school questionnaire used in the analyses included:
• presence of a school library;
• presence of computers used for instruction;
• school location.

Methodology for Uwezo trend analysis
There is a distinct lack of assessment data available for trends analysis in ESAR. To analyse withincountry trends over time, assessments must be administered at least twice. It is also important
to consider that learning outcomes can only be compared between different implementations of
the same assessment that have the same key features, such as assessment framework, design,
target population, and conditions of administration across multiple cycles. Any comparison of
results between different assessments – or between different cycles of the same assessment
that lack the same key features across the different cycles – requires sophisticated linking
procedures and analyses that are beyond the scope of our report.
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UWEZO data we obtained across three years (2009/2010, 2011, 2012) allowed us to examine
trends in student learning across time. We tracked performance data for each country for each
period of time over three years. English and mathematics performance was tracked in Kenya,
Tanzania and Uganda, whereas Swahili performance was only tracked in Kenya and Tanzania.
To conduct the analyses, several steps were taken to prepare the databases. First, the steps
detailed in Table 15 were carried out to ensure that the appropriate target population was being
tested. The datasets were then aggregated so that a single dataset could be used to examine
trends. Dummy variables were set up to indicate whether the student was able to complete each
stage of the assessment.
These dummy variables were then used to determine the percentage of students who could
complete each task correctly in each year for each domain. Simple logistic regressions were
then computed to determine whether differences in percentages across years were significant
and, if so, odds ratios were used to express the magnitude of these differences. More emphasis
was placed on the percentage of students at the extremes – students able to complete the most
difficult task or not able to complete any tasks. Changes in percentages within these extremes
are largely dependent on each other, and an increase in the percentage of children completing a
task at one level corresponds to an equivalent decrease in percentage across other tasks.
Where sizable differences existed, contextual variables were included in the logistic regression
model to determine whether factors such as gender and age differences of the groups in each
year might account for these differences.
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Methodology for Chapter 3: Improving
learning outcomes in the ESA region:
Effective country-level practices
Literature review
The literature review we undertook is the main source of information for effective country-level
practices in improving literacy and numeracy learning outcomes of primary-school students in
the ESA region. The literature reviewed was complemented with information gathered during
our stock-taking of assessments (Methodology for Chapter 2), most of which was provided by
UNICEF ESARO and UNICEF country offices. In this section, we describe the literature review
process, which was based on the details outlined in the Inception Report on specific methodology
(ACER, 2014b).
Our search strategy sought to identify published as well as ‘grey’ literature about programmes
that were shown to have had an effect on student learning, as evidenced by learning outcomes
data. It also looked at monographic and demographic studies that used qualitative rather than
quantitative approaches. Literature and relevant databases held by different organisations
working in the region, particularly UNICEF, UNICEF ESARO, DfID and World Bank, were included
in the review. Additionally, peer-reviewed journals and Internet references were used to search for
relevant literature. Strategies that were used in literature searches included the following:
• Electronic searches of bibliographic databases. These initial searches were conducted by
ACER’s experienced information librarians, using our Cunningham Library catalogue and
online search engines such as Google Scholar to search for journal articles and reports
relevant to the scope of the review.
• Targeted searches of online holdings of international/regional agencies, research firms and
national ministries in the region. This included targeting known international, regional and
national agencies that have implemented programmes in improving learning for learners in
the region, particularly the disadvantaged. These included DfID, UNESCO, UNICEF, UNICEF
ESARO, UNICEF Country Offices in the region, and World Bank. Additionally, the publications
of relevant research bodies, such as the Research Triangle Institute (RTI) and International
Initiative for Impact Evaluation (3ie) were include. Websites of national ministries in the
region were also searched for any relevant publications.
• Regional databases such as African Journals Online (AJOL), which offers peer-reviewed
articles from southern scholars, and the Association for the Development of Education in
Africa’s (ADEA) online database.
• Citation chasing. This involved checking the references of relevant publications to identify
possibly relevant literature as well as forward-citation tracking using Scopus, or searching
through the list of papers/studies that cited relevant literature.
• Contacting relevant groups. This entailed collaboration between ACER, UNICEF ESARO and
UNICEF Country Offices to access additional literature and information.
Identification of effective country-level programmes with a focus on improving learning outcomes
of disadvantaged children in the region
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The main sources for identifying programmes with a focus on improving learning outcomes in
literacy and numeracy of disadvantaged children were the literature review, as well as information
obtained during stock-taking – mainly from UNICEF ESARO and country offices. Any literature
that seemed relevant to the scope of this study was initially included in a large pool. Programmes
were then identified, closely examined and selected for further analysis of effective practices.
To select the programmes, we applied three main principles: The programme (1) aims to improve
learning outcomes in literacy and numeracy of (2) disadvantaged children, and (3) evaluation
mechanisms are place to measure children’s learning outcomes.
In Chapter 3, the definition of ‘disadvantaged children’ is based on the definition used in the
relevant programmes. A comparison of the type of disadvantage addressed in each programme
is provided in the main text of Chapter 3.
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Appendix II
Detailed tables for Chapter 1: Stocktaking and comparative analysis of
assessments
Table 16. Assessment implementation by type of assessment
Country
International
Angola
Botswana
Burundi
Comoros
Eritrea
Ethiopia
Kenya
Lesotho
Madagascar
Malawi
Mozambique
Namibia
Rwanda
Somalia
South Africa
South Sudan
Swaziland
Tanzania
Uganda
Zambia
Zimbabwe
Total

√

Type of assessments
Regional
National
√
√
√

√
√
√
√
√

√

√

2

√
√
√
√
√
14

EGRA/EGMA
√
√

√
√
√
√
√
√
√
√
√
√

√
√
√
13

√
√
√
√
√
√
√

√
√
√
12
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Table 17. ESAR countries with limited assessment activity in recent years
Country

Notes

Angola

Only known assessment activity is one EGRA implementation

Burundi

Only known assessment activity is one EGRA implementation and one PASEC
administration

Comoros

Only known assessment activity is one PASEC administration

Eritrea

Only known assessment activity is one MLA implementation

South Sudan No known assessment activity

16

17

√
√

Kenya
Lesotho
Lesotho

Malawi

Malawi

Mozambique Unknown Unknown

NASMLA

LNAEP

Assessment
of Grades 1,
2 and 3 in
Lesotho

Assessing
Learner
Achievement

MLA

National
Assessment

√

√

√

Unknown Unknown

√

√

√

Ethiopia

Unknown

√

Unknown

√

√

√

National
Learning
Assessment
(NLA)

√

Frequency
analyses
conducted/
mean scores
calculated
for cognitive
results,
disaggregated
by contextual
variables of
interest

Eritrea

Competency
levels/
benchmarks
established

MLA

IRT used

National

Country

Assessment

Type of
assessment

Unknown

Unknown

√

√

Frequency
analyses
conducted
on
contextual
data

Unknown

√

Unknown

√

√

Relationship
between
cognitive
performance
and
contextual
factors
explored via
analytical
techniques

Table 18. Analytical techniques used in the assessments from the stock-taking of assessments in ESAR

Unknown

Unknown

√

Trends in
cognitive
performance
computed

Unknown

Unknown

International
comparisons
of cognitive
data
reported
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Rwanda
Somalia
South Africa

South Africa Unknown Unknown
Uganda
Zambia
Zimbabwe

LARS

MLA

Annual
National
Assessment

NALA

NAPE

NALA

ZELA

√

√

√

√

√

√

√

√

Unknown Unknown

Namibia

Competency
levels/
benchmarks
established

NSAT

IRT used

National

Country

Assessment

Type of
assessment

√

√

√

Unknown

√

√

√

Unknown

Frequency
analyses
conducted/
mean scores
calculated
for cognitive
results,
disaggregated
by contextual
variables of
interest

√

√

Unknown

√

Unknown

Frequency
analyses
conducted
on
contextual
data

√

Unknown

√

Unknown

Relationship
between
cognitive
performance
and
contextual
factors
explored via
analytical
techniques

√

Unknown

Unknown

Trends in
cognitive
performance
computed

Unknown

Unknown

International
comparisons
of cognitive
data
reported
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Burundi

EGRA

Competency
levels/
benchmarks
established

√
√

Kenya

EGRA

EGRA, EGMA Kenya

√

√

√

√

EGRA
Ethiopia
(System-level
diagnostic) in
2011

√

Unknown

√

Frequency
analyses
conducted/
mean scores
calculated
for cognitive
results,
disaggregated
by contextual
variables of
interest

√

√

Unknown Unknown

IRT used

Ethiopia

EGRA
(Programme
evaluation)

EGRA
Ethiopia
(System-level
diagnostic) in
2010

Angola

EGRA

EGRA/EGMA

Country

Assessment

Type of
assessment

√

√

√

Unknown

√

Frequency
analyses
conducted
on
contextual
data

√

√

√

√

Unknown

√

Relationship
between
cognitive
performance
and
contextual
factors
explored via
analytical
techniques

√

√

√

Unknown

Trends in
cognitive
performance
computed

Unknown

International
comparisons
of cognitive
data
reported
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√

√

Malawi

EGRA
(Programme
evaluation)

EGRA
Malawi
(System-level
monitoring)

√

√

Mozambique

EGRA
(Programme
evaluation –
APAL)

EGRA, EGMA Rwanda

√

Mozambique

EGRA
(Programme
evaluation
– Literacy
Boost)

√

Unknown

Malawi

Unknown Unknown

EGMA

Frequency
analyses
conducted/
mean scores
calculated
for cognitive
results,
disaggregated
by contextual
variables of
interest

Madagascar

Competency
levels/
benchmarks
established

EGRA

IRT used

EGRA/EGMA

Country

Assessment

Type of
assessment

√

√

√

√

Unknown

Frequency
analyses
conducted
on
contextual
data

√

√

Unknown

Relationship
between
cognitive
performance
and
contextual
factors
explored via
analytical
techniques

√

√

√

Unknown

Trends in
cognitive
performance
computed

Unknown

International
comparisons
of cognitive
data
reported
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Unknown Unknown

Unknown

Unknown

EGRA
(Programme
evaluation)

EGRA
Zambia
(System-level
diagnostic)

√

EGRA, EGMA Zambia
Unknown Unknown

√

Uganda

EGRA
(Programme
evaluation)
Zambia

√

EGRA
Uganda
(System-level
diagnostic)

Frequency
analyses
conducted/
mean scores
calculated
for cognitive
results,
disaggregated
by contextual
variables of
interest

√

Competency
levels/
benchmarks
established

EGRA, EGMA Tanzania

IRT used

√

EGRA

EGRA/EGMA

Country

Somalia

Assessment

Type of
assessment

Unknown

Unknown

√

√

Frequency
analyses
conducted
on
contextual
data

Unknown

Unknown

√

√

√

Relationship
between
cognitive
performance
and
contextual
factors
explored via
analytical
techniques

Unknown

Unknown

√

Trends in
cognitive
performance
computed

Unknown

Unknown

International
comparisons
of cognitive
data
reported
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Kenya
Tanzania
Uganda
Burundi
Comoros
Botswana
Kenya
Lesotho
Malawi

Uwezo

Uwezo

Uwezo

PASEC

PASEC

SACMEQ

SACMEQ

SACMEQ

SACMEQ

Regional

Country

Assessment

Type of
assessment

√

√

√

√

√

√

IRT used

√

√

√

√

√

√

Competency
levels/
benchmarks
established

√

√

√

√

√

√

√

√

√

Frequency
analyses
conducted/
mean scores
calculated
for cognitive
results,
disaggregated
by contextual
variables of
interest

√

√

√

√

Frequency
analyses
conducted
on
contextual
data

√

√

√

√

√

√

Relationship
between
cognitive
performance
and
contextual
factors
explored via
analytical
techniques

√

√

√

√

√

√

√

Trends in
cognitive
performance
computed

√

√

International
comparisons
of cognitive
data
reported
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South Africa √
Swaziland
Tanzania
Uganda
Zambia
Zimbabwe

SACMEQ

SACMEQ

SACMEQ

SACMEQ

SACMEQ

SACMEQ

Total

International

Namibia

SACMEQ

South Africa √

TIMSS

58

Botswana

TIMSS
21

√

South Africa √

PIRLS,
prePIRLS

√

Botswana

PIRLS,
prePIRLS

√

√

√

√

√

√

Mozambique √

SACMEQ

IRT used

Regional

Country

Assessment

Type of
assessment

32

√

√

√

√

√

√

√

√

√

√

√

√

Competency
levels/
benchmarks
established

50

√

√

√

√

√

√

√

√

√

√

√

√

Frequency
analyses
conducted/
mean scores
calculated
for cognitive
results,
disaggregated
by contextual
variables of
interest
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Frequency
analyses
conducted
on
contextual
data

33

√

√

√

√

√

√

√

√

√

√

√

√

Relationship
between
cognitive
performance
and
contextual
factors
explored via
analytical
techniques

27

√

√

√

√

√

√

√

√

√

√

√

Trends in
cognitive
performance
computed

6

√

√

√

√

International
comparisons
of cognitive
data
reported

Appendix III: Country case
studies
The aim of the two case studies we undertook for Zimbabwe and Rwanda was to obtain a
deeper understanding of specific practices implemented to measure and improve the literacy
and numeracy learning outcomes of primary school children in the long term. Both countries
have developed a national assessment system that provides data on student learning outcomes
in literacy and numeracy, as well as capturing important contextual background information that
allows the exploration of relationships between achievement and context factors. Furthermore,
the implementation of assessment systems in both countries helped local staff acquire the
knowledge and skills for future innovations and developments.
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Zimbabwe

Country context
Zimbabwe is classified by the World Bank as a low-income country. It has a population of just
over 14 million people in 2013 (World Bank, 2015). Thirty per cent of the population live in urban
areas, the majority in Harare and Bulaywo (UNICEF, 2013b).
The Constitution of Zimbabwe, Amendment No. 20, recognises 16 official languages
(Government of Zimbabwe, 2013). These languages include Chewa, Chibarwe, English, Kalanga,
Koisan, Nambya, Ndau, Ndebele, Shangani, Shona, sign language, Sotho, Tonga, Tswana, Venda
and Xhosa. Amendment No. 20 states that each language must be treated equitably and that
government must create conditions for the development of the official languages.

Education
The Education Act 1987 makes provisions for three languages to be taught in all primary schools
from Grade 1: English, Shona and Ndebele. Primary education is designed to equip learners with
language skills in Shona and English or Shona and Ndebele (UNESCO, 2010). The Education
Amendment Bill 2005 was passed in February 2006 and proposes the teaching of ‘three main
languages of Zimbabwe mainly English, Shona and Ndebele and such other local language in
all schools up to form two on an equal time basis’ (MOESAC, 2006). The bill also states that
prior to Form 1 any language that is best understood by the pupils may be used in instruction
(MOESAC, 2006). Zimbabwe’s formal education structure includes seven years of primary
education (beginning at the age of six and ending at Grade 7), four years of lower secondary
education (Forms 1–4), and two years of upper secondary education (Forms 5–6). As of early
2015, external assessments are conducted in the form of the Grade Seven Certificate at the end
of the primary cycle, the O-Level examination at the end of the lower secondary cycle, and the
A-Level examination at the end of the upper secondary cycle.
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After gaining independence in 1980, the Government of Zimbabwe expanded access to primary
school education, which resulted in the number of primary school enrolments more than doubling
in seven years. By 1982, primary enrolment rates were reported at almost 100 per cent (Nyanguru
and Peil, 1991). However, between 1982 and 2004 enrolment rates decreased and in 2008 the
provision of education services deteriorated dramatically because of the election period and
hyperinflation. During this time, student attendance fell to around 20 per cent, and teacher
attendance to about 40 per cent (UNICEF, 2008b).
Zimbabwe’s education system was ‘once arguably the best on the continent,’ but since 2000 the
education sector has experienced significant deterioration due to declining financial assistance
(UNICEF, p. 1, 2011). To replace the drop in government funding, a system of fees, levies and
incentives was imposed that has affected access to and quality of education, particularly for the
most disadvantaged children. In addition, the lack of funding has had an effect on school and
learning supervision, availability of planning and policy development related to school and system
governance, teacher in-service training and school environments in general (UNICEF, 2011).
In 2009, the sector slowly began to recover, with education made a priority in the new
government’s Short Term Emergency Recovery Programme (Government of Zimbabwe, 2009).
After a dramatic decrease in primary school completion rates between 1996 (82.6 per cent) and
2006 (68.2 per cent), completion rates rose to 82.4 per cent in 2009 (UNICEF, 2012).
However, there are still significant concerns about the provision of quality education for primary
school children in Zimbabwe. Demographic and Health Survey (DHS) statistics indicate that the
nation’s rural and poor citizens are substantially overrepresented in drop-out and repetition rates
(UNICEF, 2008a). O-level pass rates are still extremely low, and there remains limited access to
important material and non-material resources that support teaching and learning (MOESAC,
2009).
To address these shortcomings, the Ministry of Education, Sport, Arts and Culture (MOESAC)
launched the Education Transition Fund (ETF) in 2009, managed by UNICEF (UNICEF, 2011).77
The purpose of the ETF was to improve the quality of education through the provision and
delivery of essential teaching and learning materials for primary schools, and through high-level
technical assistance to MOESAC. ETF entered its second phase in 2011 with the overall goal of
continued support and revitalisation of the education sector. ETF was renamed the Education
Development Fund (EDF) in 2014.
EDF support in Phase II focuses on activities in the following areas linked with the Ministry
of Education’s Strategic Investment Plan (MOESAC, 2011): School and System Governance;
Teaching and Learning; and Second Chance Education. Key activities within these themes
include strengthening education delivery mechanisms; improving the quality of education
services; improving access, retention, completion and achievement of learners; and a continued
focus on the most vulnerable and out-of-school children (UNICEF, 2014). Access to education
and improvement of student learning outcomes have been confirmed by the 2013 Education
Management System (EMIS), the 2014 Zimbabwe Early Learning Assessment (ZELA) and the
2014 Multiple Indicator Cluster Surveys (MICS) (UNICEF, 2014).

77
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In 2014, the Ministry of Education, Sport, Arts and Culture (MoESAC) was renamed the Ministry of Primary and Secondary
Education (MOPSE).

This case study explores emerging trends from ZELA in student learning outcomes and the
provision of textbooks and teaching materials procured through EDF. It also reviews the multiyear programme of an intensive capacity-building partnership with the Zimbabwe School
Examinations Council (ZIMSEC) and ACER. The capacity-building programme supports the longterm sustainability of ZELA through system strengthening in assessment, data management and
analysis. Kenneth Russell, EDF Manager at UNICEF Zimbabwe, shared his experience with the
ZELA Capacity-building Programme for this case study.
The latest available UNICEF annual country report for Zimbabwe is 2013. In it, multiple sources of
data suggest that children in Zimbabwe are better off in 2013 than they were in the previous five
years (UNICEF, 2013b). The report notes that there was a 95.6 per cent primary net enrolment
rate and a 52 per cent secondary net enrolment rate. The gender parity index was quoted at
1:01 and the primary completion rate at the time of the report was 86.7 per cent. Access to and
quality of education were reportedly enhanced through the provision of textbooks; training and
supervision of teachers in 35 per cent of primary and secondary schools; and improved water,
sanitation and hygiene (UNICEF, 2013b, p. 1).
In addition to ZELA (2012–2015), Zimbabwe participated in SACMEQ I (1995–1999) and
SACMEQ III (2005–2010). Zimbabwe played a significant role in the eventual development of
SACMEQ. Research generated from a collaboration in 1989 between Zimbabwe’s Minister for
Education and Culture and the Director of IIEP UNESCO led to dialogue that eventually resulted
in the development of the SACMEQ consortium (SACMEQ, 2013).

Zimbabwe Early Learning Assessment
The Zimbabwe Early Learning Assessment (ZELA) is a four-year programme commissioned by
UNICEF to support and enhance the national capacity to review, reform and re-orient the current
system of student assessment in Zimbabwe. It establishes a baseline to help determine whether
the EDF programme (2010-2015) has had the desired effects on children, their caregivers,
schools, and the education sector in general, and it examined the extent to which the changes
identified are attributable to the EDF programme interventions. ZELA’s defined target population
is students beginning Grade 3 of primary school (ACER and ZIMSEC, 2013).

Main purpose and components
The goal of the ZELA project is to monitor and evaluate the effects of the EDF programme
through the introduction of an early–grade learning assessment in language and mathematics.
ZELA measures student performance in language and mathematics. Information is also collected
at the school and student level. School head and pupil questionnaires collect information about
student background, teaching resources, funding and infrastructure.
The test domains are mathematics and language, including English as well as Ndebele and
Shona. Tests were developed in Zimbabwe in February 2012, January 2013 and January 2014,
by panels of ZIMSEC subject specialists and curriculum managers (ACER and ZIMSEC, 2015).
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Main findings regarding effective strategies and factors
The ACER data, collected from three cycles of the ZELA, indicate socio-economic status is still
a strong predictor of performance, and is associated with large differences in assessment results
across Zimbabwe. Socio-economically advantaged pupils and schools tend to outscore their
disadvantaged peers by larger margins than between any other groups of pupils in English and
mathematics. There are large differences in pupils’ performance between provinces and between
urban and rural areas (ACER and ZIMSEC, 2015).
Key findings include the following:
• The percentage of students performing at or above the grade-appropriate level in English
after completing Grade 2 in Zimbabwe was 49 per cent in 2012, 54 per cent in 2013 and
51 per cent in 2014. The 2014 results were not statistically significantly different from
the previous years. The 2012 base-line study reported that the percentage of students
performing at or above the grade-appropriate level in mathematics after completing Grade
2 in Zimbabwe was 46 per cent. This increased substantially to 63 per cent in 2013 and
again increased significantly to 67 per cent in 2014.
• Girls have continued to outperform boys in English and mathematics from 2012 to 2014.
In 2014, more girls than boys reached the benchmark for English (by 9 percentage points)
and mathematics (by 6 percentage points). From 2012 to 2014, the performance of girls in
English was significantly higher in 2014 than in 2012 (by 3.8 percentage points). There was
a moderate positive trend in mathematics performance for both boys (by 11.9 percentage
points) and girls (by 11.6 percentage points) since 2012. These trends are similar to those
of other southern African nations. Findings indicate that gender differences do not change
much within southern African countries. Where girls perform better they tend to continue
performing better and where boys perform better they tend to continue performing better
(Satio, 2011).
• Students in urban schools significantly outperformed students in rural schools in both
English (by 42 percentage points) and mathematics (by 25 percentage points). More than
eight of 10 urban students reached the benchmark in both English and mathematics, while
only four of 10 rural students reached the English benchmark and six of 10 students
reached the mathematics benchmark.
• Students in registered schools outperform students in satellite schools in both English
and mathematics. Students in registered schools performed better on ZELA 2014 by 18
percentage points in English and 11 percentage points in mathematics.
• Socio-economically advantaged pupils and schools tend to outscore their disadvantaged
peers by larger margins than between any other groups of pupils. The percentage of
students performing at or above grade level in English was 34 per cent for the lowest socioeconomic status (SES) quartile and 77 per cent for the highest SES quartile (a difference
of 43 percentage points). In mathematics the difference was also clear, but smaller in
magnitude: 53 per cent of the low SES pupils performed at or above the grade level and 84
per cent of the high SES pupils—a difference of 31 percentage points (ACER and ZIMSEC,
2015).
Several relationships have been observed between student performance and student background,
teaching or infrastructure variables. These relationships are all correlational, and not necessarily
causal.
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The school-level variance in performance was found to be relatively high, indicating that schools
vary substantially in average student performance. In line with the aims of the EDF programme,
one would expect to see a reduction in the proportion of school level variance over the EDF
programme cycle (ACER and ZIMSEC, 2015).
ZELA is in its evaluation phase in 2015, and it is too early to draw conclusions from the study
beyond some of the indicative trends noted earlier. The EDF programme distributed textbooks
and teaching materials to all schools in Zimbabwe. Based on the relatively low base some pupils
may be starting from, combined with increasing exposure to reading materials, one would expect
to see long-term advancements in pupil performance over the EDF programme cycle.

ZELA Capacity-building Programme
ZELA also targets system-level capacity. One of the key components of ZELA has been to
support and enhance national capacity in student assessment. In 2012, ACER worked with
ZIMSEC to construct four tests and two surveys. This activity was followed by the administration
of these tools in 500 schools in Zimbabwe and the analysis, standardisation and reporting of
pupil achievement levels in Zimbabwe through the ACER and ZIMSEC partnership. Training in
assessment and data analysis were conducted in 2012, and ZIMSEC took increasing responsibility
for these activities in each subsequent cycle of ZELA.
In 2013, ZIMSEC indicated that the training needs of its staff include the following topics:
• Analysis of the relationships between student background characteristics, teaching and
learning, and funding and facilities on pupil performance (using SPSS statistical analysis
software);
• Intensive and practical training on IRT (including use of ACER ConQuest);
• Knowledge and skills of school-based assessment (in theory and practice).
In 2014, an SPSS Roundtable was organized to reinforce the 2013 and 2014 capacity-building
activities and to ensure ZIMSEC colleagues were fundamentally involved in the analysis and
drafting of ZELA data. Intensive and practical training on IRT (including the use of ACER ConQuest
software) was provided during a three-week training programme, as well as technical assistance
on IRT. ACER also received a ZIMSEC delegation in Australia and introduced key ZIMSEC staff
to school-based assessment (SBA) prior to 2015 capacity-building activities in this focus area.
In 2015, the focus of capacity-building activities with ZIMSEC is SBA. SBA activities include
facilitated workshops with ZIMSEC and key government stakeholders, and a pilot research
project with schoolteachers in Zimbabwe. As with 2013 and 2014, an SPSS Roundtable will
be conducted with ZIMSEC during the Impact Evaluation report-writing stage. Similarly, an IRT
Roundtable will be conducted with ZIMSEC in order to build on the technical assistance and
workshops provided in previous ZELA cycles.
The expanded activities also include the placement of a technical assistance officer within ZIMSEC
for up to two months per year (Kenneth Russell, UNICEF Zimbabwe, personal communication,
16 April 2015).
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ZELA Capacity-building Programme: Experience of
the EDF manager
Kenneth Russell, EDF Manager at UNICEF Zimbabwe, shared his experience with the ZELA
Capacity-Building Programme. The following is a summary of his responses to questions about
the implementation of the capacity-building support, along with some success stories and an
outline of the challenges encountered.

How is the ZELA Capacity-Building Programme implemented?
Most of the capacity-building activities were (or plan to be) delivered through facilitated
workshops. However, the placement of the technical assistance officer is different, and is one
of the distinctive strategies used by ZELA to help with capacity-building. It not only allows for
ready access and sustained support but would have helped to deepen relationships between the
technical officer and ZIMSEC as well as strengthen partnership among the entities (which might
survive beyond the project).

What are some success stories from ZELA’s Capacity-Building
Programme?
It is difficult to provide success stories from the Capacity-Building Programme without an
assessment of the effect of the support for capacity-building that has been provided. What we
know from our discussions with and the work of ZIMSEC is the following:
• ZIMSEC played a greater role in the analysis of 2014 data than they had done previously, as
well as the preparation of the report. This is due in part to the support they have received
in data analysis.
• ZIMSEC has spoken publicly about their increased capacity in IRT. This is a new area of
work and a new approach to analysis for ZIMSEC, but one which they are interested in
continuing to use for ZELA and their other assessments.
• ZIMSEC is at the forefront of national discussions on continuous assessment, and SBA
specifically, because of the support provided to them through ZELA. They were exposed to
good practices in Australia and had opportunities to reflect on how to apply some of these
lessons to Zimbabwe.
• ZELA has provided opportunities for ZIMSEC, as well as provincial and district staff
and teachers, to engage in developing items for the assessment. This helped to deepen
understanding of the participants, and helped the organisation to grow in how it designs
items for other assessment. A critical aspect of this area of capacity-building is the diversity
of those participating and hence the potential for domino effect in the system.
• Institutional capacity has also been enhanced through the provision of software such as
SPSS and ACER ConQuest, computers and motor vehicles. These enhance the organisation’s
access to technology to support its work, as well as its ability to monitor field activities and
supervise staff.
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What are the main barriers you have encountered that limit
sustainable capacity-building, and what ways were considered to
overcome these barriers?
The major barrier to sustainable capacity-building is the ‘projectised’ approach taken with ZELA.
While necessary to test and experiment before making it institutional, such a critical project
creates expectations and practices that might not be sustainable when mainstreamed. This
project approach also resulted in the capacity-building activities being viewed as parallel to or
outside the normal functioning of the organisation. In so doing, capacity is built primarily in those
who are involved in the project despite their applicability and relevance to other aspects of the
organisation. ZELA invested heavily in a small number of core staff who have done great work,
but the effect of them leaving ZIMSEC would be potentially catastrophic for ZELA.
Another challenge to sustainability of built capacity is the concentration of investment in
capacity-building within ZIMSEC to the exclusion of other organisations that will be critical to
sustainability in the years ahead. While ZIMSEC has done a great job, during institutionalisation,
the implementation arrangements could be different. In such a case, there could be new players
playing critical roles for which they have not had the required capacity-building.
These barriers are the focus of the final year of ZELA as a project. Much of it will depend on the
institutional arrangements agreed for ZELA beyond the current phase (up to end of 2015).
We thank Kenneth Russell for sharing his experiences for this research.
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Rwanda

Country context
Rwanda is the most densely populated country in Africa, with a population of over 11 million. Half
of its citizens are under the age of 18. Despite the country’s impressive economic growth over
the past two decades, since the 1994 genocide Rwanda remains one of the poorest countries
in the world, with 44 per cent of the population living below the poverty line. Approximately
80 per cent of the population live in rural areas. With increasing urbanisation since 1994, the
urban population is expected to grow to 30 per cent of the population by 2020. One of the main
development goals set out in Rwanda’s Vision 2020 and Economic Development and Poverty
Reduction Strategy is to move from an agriculture-based economy to ‘a knowledge-based hub
for business and information technology’ by 2020.78

Education
Primary education in Rwanda starts at the age of seven and comprises six years. Together with
three years of lower secondary education, Rwanda has nine years of compulsory basic education
(Rwanda Education Ministry, 2014, p. 1). In 2011, a strategy was launched to expand access to
education from nine to 12 years of basic education (UNICEF, 2013a, p. 2). The transition from
primary to lower secondary education is based on a national examination at the end of primary
education (Rwanda Education Ministry, 2014, p. 1).
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Equitable access to education and high-quality education are priorities for the government of
Rwanda, which aims to provide its citizen with the skills and knowledge required for the socioeconomic development of the country (Rwanda Education Ministry, 2014, p. 1). Since the school
year 2003/04, fees from primary to secondary education have been gradually abolished in an
effort to increase enrolment, retention and completion rates for basic education, especially for
vulnerable children (Rwanda Education Board, 2012, p. 11). Rwanda is one of the few African
countries on track to achieve seven of the eight Millennium Development Goals, one of which is
universal access to primary education by 2015.79 In 2013, primary school enrolment in Rwanda
reached 97 per cent (98 per cent for girls). However, the primary education completion rate
was still low in 2013 at 69 per cent (64 per cent for boys and 74 per cent for girls) (Rwanda
Education Ministry, 2014, pp. 12, 14).
The large increase in enrolment numbers poses enormous challenges for the education system,
especially for the provision of adequate learning spaces in primary education (Rwanda Education
Board, 2012, p. 11).
Another key challenge for Rwanda’s education system is improving the quality of education.
The government addresses the remaining disparities in access to education and improvement of
education quality in the Education Sector Strategic Plan (ESSP) for 2013/14–2017/18. The plan
was developed in consultation with UNICEF and other development partners. The plan focuses on
reducing the dropout rate, and improving access and retention for the most vulnerable children,
including children with special needs (UNICEF, 2013a, p. 21). To improve the quality and relevance
of education, the strategic priorities are curriculum development, quality standards, assurance
and assessments, textbook distribution, improving teaching and learning, and implementation
of a system for monitoring learning achievement at school level and national level (UNICEF,
2013a, p. 22). Key elements of UNICEF’s programme to support the government of Rwanda in
its strategy to increase quality education are curriculum review, teacher development and use of
learning achievement assessments (UNICEF, 2013a, p. 2).

Learning Achievement in Rwandan Schools (LARS)
An important development regarding the quality standards and assurance programme of education
in Rwanda is the 2011 introduction of Learning Achievement in Rwandan Schools (LARS).

Main purposes and components
The main purposes of LARS are to measure the level of achievement in literacy and numeracy
at the national level in order to determine factors associated with student achievement –
especially low achievement – and to monitor achievement over time. As a monitoring tool, LARS
provides the Ministry of Education with a reliable database on learning outcomes as a basis
for recommendations to policymakers and other stakeholders for future improvement (Rwanda
Education Board, 2012, p. 12).
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To achieve these goals, LARS measures student achievement in literacy and numeracy at Grade
3 level in public schools, government-aided schools and private schools. Capturing completion of
the lower primary level, the target population consisted of students who had completed Grade 3
and were in the second term of Grade 4 (Rwanda Education Board, 2012, p. 13).
The literacy component of LARS focuses on writing and reading skills in the Kinyarwanda
language. The numeracy component captures skills in numeration and operations, the metric
system, and geometric figures (shapes), in conformity with guidelines from the national
mathematics curriculum (UNICEF, 2013a, p. 19). In order to identify the relevant indicators and
factors related to low-learning achievement in Rwandan schools, background data were collected
through questionnaires for students, parents, teachers and school administrators.

Main findings regarding effective strategies and factors
The LARS baseline report is based on a national representative sample of approximately 2,500
students in 60 schools across Rwanda (Rwanda Education Board, 2012, p. 15).
Key findings include the following:
• A significant percentage of students fail to meet curricular expectations: 37 per cent in
literacy and 46 cent in numeracy, compared to 55 cent of students meeting the expectations
in literacy and 27 cent in numeracy (Rwanda Education Board, 2012, p. 41). The percentage
of students failing to meet curricular expectations for numeracy is thus higher and more
variable than observed for literacy.
• Numeracy results vary significantly between provinces and between districts (Rwanda
Education Board, 2012, p. 55). Significant differences between some of the districts are
also reported for literacy (Rwanda Education Board, 2012, p. 43).
• Students in rural areas are disadvantaged in meeting curricular standards compared with
their peers in urban areas (Rwanda Education Board, 2012, p. 46). Achievement distribution
in both literacy and numeracy is relatively equal for girls and boys (Rwanda Education
Board, 2012, pp. 47, 55).
• A major impact on school level is also made through higher performing children of highincome parents.
• Another factor influencing achievement is the average teachers ‘or head teachers’ years
of experience (Rwanda Education Board, 2012, pp. 51, 61). Interestingly, students with
teachers with the least experience appear to perform better. One likely explanation
mentioned in the report is that new teachers are significantly more skilled than previous
cohorts, in the light of the rapid expansion of the Rwandan education system in response
to rapid increases in enrolment (Rwanda Education Board, 2012, p. 60).
Two main shortcomings affect the analysis of parent and classroom characteristics. First, the
response rate among parents is very low. Second, student data were not linked to teacher
and parent data at an individual level. Thus, students can only be linked through the average
of teacher and parent characteristics for their school. Results concerning the relationships of
parent and classroom background characteristics and student achievement therefore need to be
interpreted with caution (Rwanda Education Board, 2012, p. 49).
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The LARS report mentions several reasons for the poor performance of students measured in
LARS 2011 (Rwanda Education Board, 2012, p. 41). One important factor is that ‘the children
being tested were born either during or immediately after the civil war, a period when parents’
attention was focused largely on matters of survival’ (Rwanda Education Board, 2012, p. 41).
Another challenge for the education system and classroom management in particular is the
rapidly growing enrolment rate, with high growth in overage children and children from low socioeconomic backgrounds as well as rural areas.80 Language of instruction (transition to English)
versus language spoken at home by the student and the teacher, and the language of test
(Kinyarwanda) are also seen as important, but have not been captured or analysed in LARS
(Rwanda Education Board, 2012, p. 41).
To improve student-learning outcomes in primary education in Rwanda, one major area that
needs to be addressed is the number of students failing curricular expectations in literacy and
numeracy. Another area is performance differences between districts. Both can be improved
by providing resources to low performing students, and schools and districts with the highest
proportion of low-performing students (Rwanda Education Board, 2012, p. 64).
The LARS report underlines the importance of further research to investigate and explain
the determinants of achievement, especially of low achievement. One example is identifying
cognitive strategies that need to be strengthened through in-depth analysis of items that students
consistently fail to resolve. This includes letter and number recognition, receptive vocabulary,
phonetic accuracy and fluency in reading components. This would help describe more precisely
students’ missing prerequisite literacy skills (Rwanda Education Board, 2012, p. 65).
In order to allow for the measurement of achievement and the relationships with important
background characteristics over time, LARS is implemented periodically in a three-year-cycle. An
innovative way of linking LARS with international benchmarks would be to include test items
from other regional or international assessments, as suggested in the LARS report (Rwanda
Education Board, 2012, p. 66)

LARS capacity-building component
One important accomplishment during the development of LARS was capacity-building. A team
at the Rwanda Education Board (drawn from various departments of REB, districts and school
teachers) was trained to design and conduct learning assessments. Important skills they acquired
include item/tools development, test administration, coding of questionnaires, data entry and
data analysis.
Both Rwanda and Zimbabwe focus on assessment design, monitoring and evaluation, gathering
background data at individual, school and system levels, and conducting innovative capacitybuilding programmes at the system level. Both ZELA and LARS include a development programme
to improve the capacity of education staff to analyse student learning outcomes. In addition,
both programmes appear to support innovation in curriculum reform.
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In Rwanda, the Primary Net Enrolment Rate (NER) rose from 92.9 per cent in 2009 to 96.6 per cent in 2013, with the largest
increase between 2009 (92.9 per cent) and 2010 (95.4 per cent) (see Rwanda Education Ministry, 2014, p. 12).

Appendix IV: Detailed tables
and figures for Chapter 2:
Literacy and numeracy in
primary education in the ESA
region—students experiencing
LLOs and trends over time
Characteristics of students with LLOs
in literacy and numeracy in primary
education in the ESA region
The results of the comparison between the contextual profile of all Uwezo participants and the
contextual profile of students experiencing LLOs are presented below for each country, as well as
for each domain assessed in each country (see Table 19). For example, in Kenya 50 per cent of all
students in the population are female. However, of the sub-population of students who identified
as experiencing LLOs in English, 48 per cent were female. This means the proportion of females
experiencing LLOs is smaller than the proportion of females in the population, suggesting that
males are more likely to be experiencing LLOs. A bolded percentage indicates that the difference
is significant (in this instance, it means that the logistic regression with gender as the independent
variable and LLOs for English as the dependent variable was significant).
The results of the comparison between the contextual profile of all PASEC participants and the
contextual profile of students experiencing LLOs are presented below for each country, as well
as for each year level and each domain (see Table 20).
The results of the comparison between the contextual profile of all TIMSS students (Botswana)
and prePIRLS participants (Botswana and South Africa) and the contextual profile of students
experiencing LLOs are presented below (see Table 21 and Table 22).
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Table 19a. Proportions of students experiencing LLOs for each contextual variable of
interest for Uwezo countries (Kenya)
Uwezo (2012)
Contextual variable
All
Gender
Females
Age
6 to 9
10 to 13
14 to 16
Socio-economic factors
Type of wall at home – Polythene
Type of wall at home - Iron sheet
Type of wall at home – Timber
Type of wall at home - Stone/Bricks
Type of wall at home – Mud
Type of wall at home - Burnt Bricks
Type of wall at home - Cement Bricks
Type of wall at home – Other
Household has access to electricity
Household owns a TV
Household owns a radio
Household owns a phone
Household has direct access to clean water
Household owns a car
Household owns a fridge
Household owns a motorbike
Mother’s level of education – None
Mother’s level of education - Some primary
Mother’s level of education - Some
secondary
Mother’s level of education - Post secondary
Out of school lessons
Child receives extra lessons/tuition
School type and school location
School type – Public
School type – Private
School type – Other
School Location – Urban
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Kenya
English
Swahili
LLO
LLO

Maths
LLO

50%

48%

47%

49%

39%
43%
18%

34%
54%
12%

35%
54%
11%

32%
54%
14%

<1%
9%
11%
28%
50%

<1%
8%
11%
23%
58%

<1%
8%
11%
23%
58%

<1%
8%
12%
24%
55%

23%
28%
73%
70%
24%

16%
21%
70%
65%
18%

16%
21%
70%
65%
19%

19%
24%
71%
66%
20%

18%
58%
22%

21%
62%
16%

21%
62%
16%

21%
59%
19%

2%

1%

1%

1%

52%

43%

43%

46%

83%
16%
1%

89%
10%
1%

89%
10%
1%

89%
10%
1%

Table 19b. Proportions of students experiencing LLOs for each contextual variable of
interest for Uwezo countries (Tanzania)
Uwezo (2012)
Contextual variable
All
Gender
Females
50%
Age
6 to 9
35%
10 to 13
50%
14 to 16
16%
Socio-economic factors
Type of wall at home – Polythene
Type of wall at home - Iron sheet
Type of wall at home – Timber
Type of wall at home - Stone/Bricks
Type of wall at home – Mud
47%
Type of wall at home - Burnt Bricks
38%
Type of wall at home - Cement Bricks
12%
Type of wall at home – Other
3%
Household has access to electricity
17%
Household owns a TV
19%
Household owns a radio
66%
Household owns a phone
49%
Household has direct access to clean water
29%
Household owns a car
3%
Household owns a fridge
7%
Household owns a motorbike
9%
Mother’s level of education – None
20%
Mother’s level of education - Some primary
74%
Mother’s level of education - Some
5%
secondary
Mother’s level of education - Post secondary
<1%
Out of school lessons
Child receives extra lessons/tuition
School type and school location
School type – Public
97%
School type – Private
3%
School type – Other
School Location – Urban
17%

Tanzania
English
Swahili
LLO
LLO

Maths
LLO

50%

49%

50%

14%
67%
19%

16%
68%
16%

18%
68%
14%

49%
39%
10%
3%
15%
16%
65%
47%
27%
2%
6%
8%
21%
74%
4%

51%
39%
8%
2%
13%
15%
64%
44%
26%
2%
5%
8%
23%
73%
4%

53%
38%
7%
2%
12%
13%
62%
42%
24%
2%
4%
7%
26%
71%
3%

<1%

<1%

<1%

99%
1%

98%
2%

99%
1%

15%

13%

12%

39

Table 19c. Proportions of students experiencing LLOs for each contextual variable of
interest for Uwezo countries (Uganda)
Uwezo (2012)
Contextual variable
Gender
Females
Age
6 to 9
10 to 13
14 to 16
Socio-economic factors
Type of wall at home – Polythene
Type of wall at home - Iron sheet
Type of wall at home – Timber
Type of wall at home - Stone/Bricks
Type of wall at home – Mud
Type of wall at home - Burnt Bricks
Type of wall at home - Cement Bricks
Type of wall at home – Other
Household has access to electricity
Household owns a TV
Household owns a radio
Household owns a phone
Household has direct access to clean water
Household owns a car
Household owns a fridge
Household owns a motorbike
Mother’s level of education – None
Mother’s level of education - Some primary
Mother’s level of education - Some
secondary
Mother’s level of education - Post secondary
Out of school lessons
Child receives extra lessons/tuition
School type and school location
School type – Public
School type – Private
School type – Other
School Location – Urban
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All

Uganda
English LLO

Maths LLO

49%

50%

50%

40%
41%
18%

20%
61%
20%

19%
60%
21%

12%
11%
72%
65%
12%

10%
9%
70%
62%
11%

11%
10%
71%
63%
11%

16%
69%
12%

17%
70%
10%

17%
70%
11%

3%

2%

2%

74%
26%

80%
20%

78%
22%

Table 20a. Proportions of students experiencing LLOs for each contextual variable of
interest for PASEC countries (Comoros)
PASEC (2008/2009)
Comoros
Grade 2
Contextual variable
Gender
Females
Age
Below normal age (5 for Grade 2, 9 for
Grade 5)
Above normal age (8 for Grade 2, 11 for
Grade 5)
Language spoken at home
Student speaks Shikomori at home
Student speaks Arabic at home
Student speaks French at home
Student speaks English at home
Student speaks Kirundi at home
Student speaks Swahili at home
Student speaks another language at home
Socio-economic factors
Home possession scale - Less than 3
Home possession scale - Between 3 and 5
Home possession scale - 6 or more
Father’s literacy
Mother’s literacy
Participates in farm work
Participates in house work
Participates in retail work
Work hinders students study at home
Work hinders student’s ability to go to
school
Work hinders student’s concentration at
school
School resources
Presence of school library
Presence of computer room
Presence of school toilets
School has electricity
School has drinking water facilities

Grade 5

All

French
LLO

Maths
LLO

All

French
LLO

Maths
LLO

52%

52%

55%

59%

70%

63%

0%

0%

0%

2%

1%

1%

36%

37%

36%

52%

55%

55%

97%
4%
4%
1%

97%
5%
3%
2%

91%
5%
3%
3%

96%
6%
6%
1%

97%
6%
4%
2%

97%
6%
3%
2%

2%

1%

7%

1%

2%

2%

52%
34%
14%
68%
61%
59%
54%
16%
24%

60%
32%
8%
65%
52%
61%
60%
19%
23%

52%
35%
14%
66%
58%
60%
56%
26%
17%

50%
34%
16%
64%
57%
59%
70%
14%
20%

58%
31%
11%
60%
56%
65%
72%
20%
21%

57%
34%
10%
64%
60%
65%
76%
19%
23%

22%

28%

22%

13%

13%

12%

15%

21%

20%

14%

20%

16%

9%
1%
77%
21%
66%

10%
<1%
75%
16%
63%

9%
<1%
74%
16%
62%

12%
2%
80%
27%
71%

14%
<1%
73%
14%
68%

13%
2%
72%
16%
62%
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Table 20b. Proportions of students experiencing LLOs for each contextual variable of interest
for PASEC countries (Burundi)
PASEC (2008/2009)
Burundi
Grade 2
Contextual variable

All

Gender
Females
49%
Age
Below normal age (5 for Grade 2, 9 for
0%
Grade 5)
Above normal age (8 for Grade 2, 11 for
76%
Grade 5)
Language spoken at home
Student speaks Shikomori at home
Student speaks Arabic at home
Student speaks French at home
2%
Student speaks English at home
Student speaks Kirundi at home
95%
Student speaks Swahili at home
4%
Student speaks another language at home
1%
Socio-economic factors
Home possession scale - Less than 3
89%
Home possession scale - Between 3 and 5 11%
Home possession scale - 6 or more
<1%
Father’s literacy
60%
Mother’s literacy
51%
Participates in farm work
54%
Participates in house work
78%
Participates in retail work
10%
Work hinders students study at home
23%
Work hinders student’s ability to go to
16%
school
Work hinders student’s concentration at
18%
school
School resources
Presence of school library
3%
Presence of computer room
<1%
Presence of school toilets
92%
School has electricity
5%
School has drinking water facilities
34%
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Grade 5

French
LLO

Kirundi
LLO

Maths
LLO

All

French
LLO

Maths
LLO

47%

46%

50%

48%

47%

56%

0%

0%

0%

0%

0%

0%

71%

71%

64%

90%

92%

93%

1%

1%

2%

2%

2%

1%

97%
3%
1%

95%
5%
<1%

96%
3%
1%

95%
4%
<1%

88%
3%
<1%

91%
3%
1%

88%
12%
0%
60%
49%
53%
77%
12%
19%

87%
13%
0%
61%
49%
53%
75%
13%
20%

88%
12%
0%
62%
51%
55%
81%
12%
21%

91%
9%
<1%
54%
43%
62%
80%
9%
24%

91%
8%
1%
52%
40%
58%
73%
7%
22%

91%
8%
1%
52%
42%
59%
75%
6%
24%

16%

16%

15%

19%

14%

14%

16%

19%

22%

15%

13%

15%

2%
<1%
93%
2%
34%

2%
<1%
93%
2%
35%

2%
<1%
95%
3%
36%

2%
<1%
92%
7%
40%

2%
<1%
89%
7%
35%

3%
1%
87%
6%
33%

Table 21. Proportions of students experiencing LLOs for each contextual variable of
interest for TIMSS
TIMSS (2011)
Botswana
Contextual variable

Grade 6
All

Maths
LLO

51%

46%

12 years or less

21%

11%

12 years but < 14 years

66%

68%

14 years or older

12%

22%

78%

69%

Home resources for learning - Many resources

1%

0%

Home resources for learning - Some resources

57%

44%

Home resources for learning - Few resources

42%

56%

Parent highest education level - University or higher

10%

3%

Parent highest education level - Post-secondary non-university

16%

8%

Parent highest education level - Upper secondary

13%

11%

Parent highest education level - Lower secondary

17%

19%

Parent highest education level - Some primary, lower secondary or no school

41%

58%

Attended a preschool

45%

32%

Numeracy activities prior to primary school - Often

18%

11%

Numeracy activities prior to primary school - Sometimes

53%

54%

Numeracy activities prior to primary school - Never or almost never

28%

35%

Numeracy competency when beginning primary school - Very well

14%

6%

Numeracy competency when beginning primary school - Moderately well

75%

68%

Numeracy competency when beginning primary school - Not well

11%

16%

Presence of school library

50%

45%

Presence of computers for instruction

70%

68%

74%

65%

Gender
Females
Age

Language spoken at home
Speaks test language at home
Socio-economic factors

Learning activities prior to attending school

School resources

School type and school location
Urban setting (Urban, suburban, medium-size city, small town)
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Table 22. Proportions of students experiencing LLOs for each contextual variable of
interest for prePIRLS (2011)
Contextual variable

Gender
Females
Age
12 years or less
12 years but < 14 years
14 years or older
Language spoken at home
Speaks test language at home
Socio-economic factors
Home resources for learning - Many resources
Home resources for learning - Some resources
Home resources for learning - Few resources
Parent highest education level - University or higher
Parent highest education level - Post-secondary nonuni
Parent highest education level - Upper secondary
Parent highest education level - Lower secondary
Parent highest education level - Some primary, lower
secondary or no school
Learning activities prior to attending school
Attended a preschool
Literacy activities prior to primary school - Often
Literacy activities prior to primary school - Sometimes
Literacy activities prior to primary school - Never or
almost never
Literacy competency when beginning primary school Very well
Literacy competency when beginning primary school Moderately well
Literacy competency when beginning primary school Not well
Student engagement in reading lessons - Engaged
Student engagement in reading lessons - Somewhat
engaged
Student engagement in reading lessons - Not engaged
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Botswana
Grade 6
Reading
All
LLO

South Africa
Grade 6
Reading
All
LLO

50%

31%

48%

36%

30%
63%
7%

19%
68%
12%

36%
54%
10%

31%
53%
16%

74%

73%

91%

88%

1%
62%
38%
9%

0%
53%
47%
3%

2%
65%
33%
10%

<1%
61%
39%
3%

16%

7%

17%

11%

14%
20%

10%
24%

38%
14%

41%
16%

38%

53%

19%

28%

46%
14%
76%

33%
8%
78%

83%
34%
62%

79%
30%
65%

10%

14%

4%

5%

25%

14%

31%

27%

43%

40%

44%

43%

32%

46%

25%

31%

25%

9%

47%

29%

58%

63%

45%

55%

18%

28%

8%

15%

Contextual variable

Botswana
Grade 6
Reading
All
LLO

School resources
Presence of school library
Presence of computers for instruction
School type and school location
Urban setting (Urban, suburban, medium-size city,
small town)

South Africa
Grade 6
Reading
All
LLO

49%
61%

40%
56%

41%
48%

28%
40%

75%

67%

58%

49%

Trends in literacy and numeracy learning outcomes
of children in primary education in the ESA region
The following figures show trends in performance for Swahili in Kenya (see Figure 8), mathematics
in Kenya (see Figure 9), English in Tanzania (see Figure 10), Swahili in Tanzania (see Figure 11),
English in Uganda (see Figure 12) and mathematics in Uganda (see Figure 13).

Figure 8. Trends in Swahili performance across time for students in Kenya (Uwezo)
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Figure 9. Trends in Mathematics performance across time for students in Kenya (Uwezo)
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Figure 10. Trends in English performance across time for students in Tanzania (Uwezo)
English performance in Tanzania (Uwezo)
100%
90%
80%

34

33

29

70%
60%
50%
40%
30%

Nothing
21

27

12

14

13

Paragraph

13

8

10

Story

20

20

21

2009-10

2011

2012

0%

46

Letters
Words

20%
10%

24

Figure 11. Trends in Swahili performance across time for students in Tanzania (Uwezo)
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Figure 12. Trends in English performance across time for students in Uganda (Uwezo)
English performance in Uganda (Uwezo)
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Figure 13. Trends in mathematics performance across time for students in Uganda
(Uwezo)
Mathematics performance in Uganda (Uwezo)
100%
90%

10

80%

16

70%

8

60%
50%
40%

12
14
9

30%
20%
10%

10
22
10
12
11
7

10
24

Counting
Numbers

12

Values

10

Addition

11

Subtraction

7

Multiplication

31

32

26

2009-10

2011

2012

0%

48

Nothing

49

Programme

Ethiopia

Malawi

Mozambique

Kenya

1

2

3

4

Reading to Learn

Literacy Boost (as
part of the Early
Literacy project in
Mozambique)

Literacy Boost
(as part of the
Sponsorship
Basic Education
Programme)

Literacy Boost

Early grade literacy/numeracy programmes

Country

Aga Khan
Foundation

Save the Children

Save the Children

Save the Children

Implemented by

Evaluation

Including children
affected by HIV/
AIDS and other
vulnerable children
in economically
disadvantaged
areas

Not specified

Randomized field
experiments report
(Lucas et al., 2014)

End-line report
(Mungoi et al., 2010)

Year 2 report (Dowd
and Mabeti, 2011)

Children of low SES End-line II report
(Friedlander et al.,
2012)

Disadvantaged
children targeted

Aga Khan Foundation Children with
low learning
achievements
in economically
disadvantaged
districts

Information not
available (private
donor)

Information not
available

Save the Children

Funded by

Table 23. Example programmes in ESAR with focus on improving learning outcomes in literacy and numeracy of disadvantaged
children in primary education

Appendix V: Detailed table for Chapter 3 –
country level practices
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Kenya

Malawi

6

7

South Africa

Mozambique

Rwanda

9

10

Early Literacy and
Maths Initiative
(ELMI)

Early Childhood
Development (ECD)
programme

Disadvantaged
children targeted

ECD programme
implementation
was supported by
America Gives Back
and The ELMA
foundation
DfID, Innovation for
Education Fund

Save the Children

DfID

USAID

USAID

Preschool children,
including children
in remote areas
without access to
ECD programme

Young children
in communities
affected by HIV/
AIDS

Economically
disadvantaged rural
areas

Not specified

Marginalised
children in slums
and non-formal
settlements

Aga Khan Foundation Economically
disadvantaged
districts

Funded by

Save the Children

JET’s School
JET Education
Improvement
Services
Programme (Khanyisa
Education Support
Project)

Early Childhood Development programmes

8

RTI

Aga Khan
Foundation

Implemented by

Malawi Teacher
Creative Associates,
Professional
RTI, Seward Inc.
Development Support
(MTPDS)

PRIMR (Primary
Math and Reading
Initiative)

Reading to Learn

Programme

School improvement programmes

Uganda

5

Country

Rwanda mid-line
report (Save the
Children, 2014)

Randomized Impact
Evaluation (Martinez
et al., 2012)

Sustainable School
Improvement, report
(JET Education
Services, n.d.)

Project Monitoring
and Evaluation report
(Randolph et al.,
2013)

Final report (RTI,
2014)

Randomized field
experiments report
(Lucas et al., 2014)

Evaluation

Appendix VI: Main stock-taking
table
The main stock-taking table lists all assessments identified during this study that assess
student learning outcomes in literacy and numeracy in primary education in the ESA region.
The assessments are presented in the table according to the framework categories described in
Chapter 1.

Table 24: Main stock-taking table
NOTES:
Initiatives that have an asterisk (*) in the Name column are ones whose data are used in the
analysis discussed in Chapter 2.
The SACMEQ website (SACMEQ, 2013) was offline for the duration of this consultancy.
The information about SACMEQ is derived from materials downloaded from the site before
it went offline.
In a number of countries in ESAR, multiple implementations of EGRA/EGMA have been
conducted. In such cases, the table only includes several indicative implementations for
which complete or near complete documentation is available on the EdData website (see RTI
(n.d.)), the main repository for EGRA/EGMA information.
N/A indicates ‘Not applicable.

1. Angola
2. Bostwana
3. Burundi
4. Comoros
5. Eritrea
6. Ethiopia

5

7. Kenya
8. Lesotho

6

9. Madagascar
18
13
3

7

14

10. Malawi
11. Mozambique
12. Namibia

17
1

12

10 11

19
20

14. Somalia

4

15. South Africa
9

16. Swaziland
17. Tanzania

2
15

13. Rwanda

16
8

18. Uganda
19. Zambia
20. Zimbabwe
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Angola
Name

EGRA

Organisation
/ institution
responsible

World Bank

Purpose

System-level diagnostic

Inception

2010

Frequency

N/A (one-off)

Target Population

Grade 3

Sample

139 schools, aiming for 36 students per school
Nationally representative

Cognitive domains

Reading (Portuguese)

Contextual
instruments

Student questionnaire
Teacher questionnaire
School head questionnaire
Parent questionnaire

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)

Reporting and
dissemination

Reports not publicly available

Documents: (Ministry of Education of Angola, World Bank, & Russia Education Aid for Development
Program, 2011)
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Botswana
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Botswana participated in SACMEQ II & III

Target Population

Grade 681

Sample

SACMEQ III: 160 schools, giving approx. 3,975 students
Nationally representative

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011; Monyaku & Mmereki, 2011)
Websites: (SACMEQ, 2013)

81

Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.
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Botswana
Name

TIMSS*

Organisation
/ institution
responsible

IEA

Purpose

System-level monitoring

Inception

1995

Frequency

4-year cycle; Botswana participated in 2007 & 2011

Target Population

Grade 8 (2007); Grade 6 and Grade 9 (2011)82

Sample

TIMSS 2011: 149 schools giving approx. 4,200 students (Grade 6);
150 schools giving approx. 5,400 students (Grade 9)
Nationally representative

Cognitive domains

Mathematics and science

Contextual
instruments

Student questionnaire
Teacher questionnaire (mathematics teacher questionnaire, science
teacher questionnaire)
School head questionnaire
Curriculum questionnaire

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive and contextual data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed
International comparisons of cognitive data

Reporting and
dissemination

International results reports, encyclopaedia and databases available for
download from the TIMSS and PIRLS/IEA websites

Documents: (M. O. Martin, Mullis, Foy, & Arora, 2012; M. O. Martin, Mullis, Foy, & Stanco, 2012; I. V. S.
Mullis, M. O. Martin, P. Foy, & J. F. (with Olson, Preuschoff, C., Erberber, E., & Galia, J.), 2008a; I. V. S.
Mullis, M. O. Martin, P. Foy, & J. F. (with Olson, Preuschoff, C., Erberber, E., Arora, A., & Galia, J.), 2008b)
Websites: (IEA, n.d.; TIMSS & PIRLS International Study Center, n.d.)

82
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If it was expected that a country’s Grade 4/Grade 8 students would find TIMSS assessments too difficult, IEA encouraged the
country to test higher-grade children. Thus Botswana tested Grade 6 children with the TIMSS Grade 4 assessment and Grade 9
children with the TIMSS Grade 8 assessment.

Botswana
Name

PIRLS, prePIRLS*

Organisation
/ institution
responsible

IEA

Purpose

System-level monitoring

Inception

2001

Frequency

5-year cycle; Botswana participated in PIRLS and prePIRLS in 2011

Target Population

Grade 6 in PIRLS, and Grade 4 in prePIRLS

Sample

prePIRLS 2011: 149 schools, giving approx. 4,400 students
PIRLS 2011: 149 schools, giving approx. 4,200 students

Cognitive domains

Reading (English) (prePIRLS 2011)
Reading (English) (PIRLS 2011)

Contextual
instruments

Student questionnaire
Teacher questionnaire
School head questionnaire
Parent questionnaire

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive and contextual data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
International comparisons of cognitive data reported

Reporting and
dissemination

International results reports, encyclopaedia and databases available
from the TIMSS and PIRLS/IEA websites

Documents: (Joncas, 2011), (M.O. Martin & Mullis, 2012)
Websites: http://timssandpirls.bc.edu/methods/index.html

55

Burundi
Name

EGRA

Organisation
/ institution
responsible

World Bank

Purpose

System level diagnostic

Inception

2011

Frequency

N/A (one-off)

Target Population

Unknown

Sample

120 schools, giving approx. 1,800 pupils
Representativeness unknown

Cognitive domains

Kirundi

Contextual
instruments

Unknown

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

Unknown

Reporting and
dissemination

Unknown

Documents: (RTI, 2014a)
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Burundi
Name

PASEC

Organisation
/ institution
responsible

CONFEMEN

Purpose

System-level monitoring

Inception

1993

Frequency

Irregular (5 cycles, since inception) – Burundi participated in 20082009

Target Population

Grade 2, Grade 5

Sample

2008–2009 post-test: 180 schools, giving approx. 2,400 students
(Grade 2); 175 schools giving approx. 2,350 students (Grade 5)
Nationally representative

Cognitive domains

Reading (French and Kirundi) and mathematics

Contextual
instruments

Student questionnaire
Teacher questionnaire
School head questionnaire

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis not used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
International comparisons of cognitive data reported
Report prepared by PASEC-CONFEMEN

Reporting and
dissemination

Reports available from PASEC website
Workshop on results held for government representatives

Documents: (Ministère de l’Enseignement de Base et Secondaire et al., 2010)
Websites: (CONFEMEN, n.d.)
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Comoros
Name

PASEC

Organisation
/ institution
responsible

CONFEMEN

Purpose

System-level monitoring

Inception

1993

Frequency

Irregular (5 cycles, since inception) – Comoros participated in 2009

Target Population

Grade 2, Grade 5

Sample

2009 post-test: 144 schools, giving approx. 1,900 students (Grade 2);
144 schools, giving approx. 195 students (Grade 8)
Nationally representative

Cognitive domains

Reading (French) and mathematics

Contextual
instruments

Student questionnaire
Teacher questionnaire
School head questionnaire

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis not used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
International comparisons of cognitive data reported
Report prepared by PASEC-CONFEMEN

Reporting and
dissemination

Reports available from PASEC website
Workshop on results held for government representatives

Documents: (Ministère de l’Éducation Nationale et de la Recherche & PASEC-CONFEMEN, 2010)
Websites: (CONFEMEN, n.d.)
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Eritrea
Name

Monitoring Learning Achievement (MLA)

Organisation
/ institution
responsible

Ministry of Education, UNICEF

Purpose

System-level monitoring

Inception

2001

Frequency

Irregular – second MLA in 2008

Target Population

Grade 3, Grade 5

Sample

In 2008: 60 schools, giving approx. 2,300 students (Grade 3) and
2,000 students (Grade 5)
Nationally representative

Cognitive domains

English, mother tongue, mathematics

Contextual
instruments

Student questionnaire
Teacher questionnaire
School head questionnaire
Parent questionnaire

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis not used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data

Reporting and
dissemination

Reports not publicly available
Workshops at national and sub-national levels

Documents: (UNICEF Eritrea, n.d.)
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Ethiopia
Name

EGRA

Organisation
/ institution
responsible

USAID, RTI, Ethiopia MoE

Purpose

System-level diagnostic

Inception

2010

Frequency

N/A (one-off)

Target Population

Grade 2, Grade 3

Sample

338 schools, giving approx. 13,000 students

Cognitive domains

Reading (Tigrinya, Afan Oromo, Amharic, Somali, Sidaamu Afoo, and
Hararigna)

Contextual
instruments

Student questionnaire
Teacher questionnaire
Head teacher questionnaire

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)

Reporting and
dissemination
Documents: (RTI, 2010)
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Report available from EdData and Ethiopia MoE websites
Policy workshop for MoE representatives and other stakeholders

Ethiopia
Name

EGRA

Organisation
/ institution
responsible

Save the Children

Purpose

Program evaluation (Literacy Boost initiative)

Inception

2010–2012

Frequency

N/A (one-off)

Target Population

Grade 3 in treatment schools and control schools in Dendi district of
the Oromia region

Sample

Approx. 400 students

Cognitive domains

Reading (Afan Oromo)

Contextual
instruments

Student questionnaire

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Trends in cognitive performance computed

Reporting and
dissemination

Reports available from the EdData and Save the Children websites

Documents: (Cao et al., 2011; Friedlander et al., 2012; Hassen & Friedlander, 2012)
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Ethiopia
Name

EGRA

Organisation
/ institution
responsible

USAID-Ethiopia, USAID-Washington, American Institutes for Research
(AIR)

Purpose

System-level diagnostic

Inception

2011

Frequency

N/A (one-off)

Target Population

Grade 2–Grade 4

Sample

330 schools, giving approx. 19,600 students

Cognitive domains

English

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)

Reporting and
dissemination

Reports available from AIR website

Documents: (American Institutes for Research (AIR), 2012)
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Ethiopia
Name

National Learning Assessment

Organisation
/ institution
responsible

USAID, National Educational Assessment And Examination Agency
(NEAEA)83

Purpose

System-level monitoring

Inception

2000

Frequency

3–4-year cycle, NLA III in 2007 & NLA IV in 2010/11

Target Population

Grade 4, Grade 8

Sample

NLA IV: 299 schools giving approx. 10,800 students (Grade 4); 291
schools, giving approx. 11,200 students (Grade 8)
Nationally representative

Cognitive domains

Mathematics, English, mother tongue, environmental science (Grade 4)
Mathematics, English, biology, chemistry, physics (Grade 8)

Contextual
instruments

Student questionnaire

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Reports available from NEAEA website

Documents: (Ministry of Education of Ethiopia (FDRE), 2008, 2013)
Websites: (National Educational Assessments and Examinations Association of Ethiopia, n.d.)

83

The next round of the NLA in Ethiopia will be supported by UNICEF, not USAID.
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Kenya
Name

EGRA

Organisation
/ institution
responsible

USAID-Kenya, USAID-Washington, RTI, Aga Khan Foundation

Purpose

Program evaluation (EMACK initiative)

Inception

2007-2008

Frequency

N/A (one-off)

Target Population

Grade 2 in treatment and control schools in Malindi district

Sample

Approx. 400 Students

Cognitive domains

Reading (English, Kiswahili)

Contextual
instruments

Student questionnaire

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed (between baseline and endline)

Reporting and
dissemination

Report available from EdData website

Documents: (Crouch, Korda, & Mumo, 2009)
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Kenya

84

Name

EGRA, EGMA

Organisation
/ institution
responsible

USAID-Kenya, USAID-Washington, DFID, RTI

Purpose

Program evaluation (PRIMR initiative)

Inception

2012–2013

Frequency

N/A (one-off)

Target Population

Grade 1, Grade 2 in treatment and control schools

Sample

Approx. 220 schools, giving approx. 4,400 students

Cognitive domains

Reading (English, Kiswahili), mathematics

Contextual
instruments

Student questionnaire
Teacher questionnaire
Head teacher questionnaire
School inventory
Classroom inventory
Classroom observation

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed (between baseline and endline)

Reporting and
dissemination

Reports available from EdData website

Documents: (Piper & Mugenda, 2013; RTI, 2012, 2014d)

84

A number of other implementations of EGRA/EGMA have been conducted in Kenya.
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Kenya
Name

National Assessment System for Monitoring Learning Outcomes
(NASMLA)

Organisation
/ institution
responsible

The National Assessment Centre at the Kenya National Examinations
Council

Purpose

System-level diagnostic/monitoring

Inception

2010

Frequency

Uncertain

Target Population

Grade 3

Sample

328 schools, giving approx. 8,000 students
Nationally representative

Cognitive domains

Literacy (English) and Numeracy

Contextual
instruments

Student questionnaire
Teacher questionnaire
Head teacher questionnaire
School and classroom observation schedule

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)

Reporting and
dissemination

Reports (including recommendations) available from the Kenya National
Examinations Council website

Documents: (The National Assessment Centre, 2010a, 2010c)
Website: (The Kenya National Examinations Council, n.d.)
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Kenya
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Kenya participated in SACMEQ I–III

Target Population

Grade 685

Sample

SACMEQ III: 193 schools, giving approx. 4,500 students
Nationally representative

Cognitive domains

Student tests in reading (English) , mathematics, and health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011; Wasanga, Ogle, & Wambua, 2012)
Website: (SACMEQ, 2013)

85

Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.
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Kenya
Name

Uwezo*

Organisation
/ institution
responsible

Twaweza

Purpose

System-level monitoring

Inception

2009/2010

Frequency

Annual

Target Population

6–16 years old

Sample

Uwezo 2012: Approx. 145,000 children

Cognitive domains

Reading (English and Kiswahili), numeracy

Contextual
instruments

Household observation

Test Administration

Household-based

Village observation
School observation
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Trends in cognitive performance computed
Results presented in national and regional reports

Reporting and
dissemination

Reports, datasets and other documentation available from the Uwezo
website
Results disseminated via radio and print media

Documents: (Uwezo-Kenya, 2013; Uwezo, 2014)
Website: (Twaweza, n.d.)
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Lesotho
Name

Lesotho National Assessment of Educational Progress (LNAEP)

Organisation
/ institution
responsible

Examinations Council of Lesotho (ECoL), Ministry of Education and
Training

Purpose

System-level monitoring

Inception

2003

Frequency

1–2-year cycle

Target Population

Grade 3, Grade 6

Sample

Cycle 4: 184 schools, giving approx. 3,680 students at each grade
Nationally representative

Cognitive domains

Sesotho, English, mathematics

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data

Reporting and
dissemination

Report (including policy implications) available on the ECoL website

Documents: (“Lesotho National Assessment of Educational Progress (LNAEP) Survey Report, 2010,” n.d.)
Websites: (Examinations Council of Lesotho (ECoL), n.d.)
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Lesotho
Name

Assessment of Grades 1, 2 and 3 in Lesotho

Organisation
/ institution
responsible

The Australian Council for Educational Research

Purpose

Pilot for system-level monitoring

Inception

2014

Frequency

N/A (one-off)

Target Population

Grades 1–3

Sample

16 schools, giving approx. 950 students

Cognitive domains

Sesotho, mathematics

Contextual
instruments

N/A

Test Administration

School-based
One-on-one or small group administration
Oral or tablet-based administration

Analysis

IRT analysis used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results

Reporting and
dissemination

Reports not publicly available

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011)
Website: (SACMEQ, 2013)
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Lesotho
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Lesotho participated in SACMEQ II & III

Target Population

Grade 686

Sample

SACMEQ III: 182 schools, giving approx. 4,250 students
Nationally representative

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011)
Website: (SACMEQ, 2013)

86

Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.

71

Madagascar
Name

EGRA

Organisation
/ institution
responsible

World Bank

Purpose

System-level diagnostic

Inception

2009

Frequency

N/A (one-off)

Target Population

Unknown

Sample

Unknown

Cognitive domains

Reading (Malagasy)

Contextual
instruments

Unknown

Test Administration

Unknown

Analysis

Unknown

Reporting and
dissemination

Unknown

Documents: (RTI, 2014a)
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Malawi
Name

Assessing Learner Achievement

Organisation
/ institution
responsible

Malawi Institute of Education

Purpose

System-level monitoring

Inception

2005

Frequency

3–4-year cycle

Target Population

Grade 2, Grade 3, Grade 5, Grade 7

Sample

Unknown

Cognitive domains

Chichewa, English, mathematics, life skills

Contextual
instruments

Unknown

Test Administration

Unknown

Analysis

Unknown

Reporting and
dissemination

Unknown

Documents: (UNESCO, 2008, 2015)
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Malawi
Name

EGMA

Organisation
/ institution
responsible

USAID-Malawi, RTI

Purpose

Program evaluation (baseline for Malawi Teacher Professional
Development Support initiative)

Inception

2010

Frequency

N/A (one-off)

Target Population

Grade 2, Grade 4

Sample

50 schools, giving approx. 1,000 students

Cognitive domains

Mathematics

Contextual
instruments

N/A

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest

Reporting and
dissemination

Reports available from EdData website

Documents: (USAID, 2011)
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Malawi
Name

EGRA

Organisation
/ institution
responsible

Save the Children

Purpose

Program evaluation (Literacy Boost initiative)

Inception

2009–2010

Frequency

N/A (one-off)

Target Population

Grade 2 and Grade 4 at 24 treatment and control schools in Zomba

Sample

Approx. 850 students

Cognitive domains

Reading (Chichewa)

Contextual
instruments

Student questionnaire

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Trends in cognitive performance computed

Reporting and
dissemination

Reports available from EdData and Save the Children websites

Documents: (Dowd & Mabeti, 2011; Dowd, Wiener, & Mabeti, 2010)
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Malawi

87

Name

EGRA

Organisation
/ institution
responsible

USAID-Malawi, RTI

Purpose

System-level monitoring

Inception

2010–2012 (baseline, midline, end-line)

Frequency

N/A (one-off)

Target Population

Grade 2, Grade 4

Sample

2012 end-line: 202 schools, giving approx. 5,200 students

Cognitive domains

Reading (Chichewa)

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
Head teacher questionnaire
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Reports available from EdData website

Documents: (Miksic & Harvey, 2012; Pouezevara, Costello, & Banda, 2013; RTI, 2011)
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Several other implementations of EGRA/EGMA have been conducted in Malawi. The table only includes a couple of indicative
implementations for which complete or near complete documentation is available on the Eddata website (the main repository for
EGRA/EGMA information).

Malawi
Name

Monitoring Learning Achievement (MLA)

Organisation
/ institution
responsible

Ministry of Education, Science and Technology, UNICEF

Purpose

System-level monitoring

Inception

2012

Frequency

3-year cycle (intended)

Target Population

Grade 2, Grade 4, Grade 7

Sample

2012: 225 schools, giving approx. 3,400 students (Grade 2), 2,750
students (Grade 4), and 3,200 students (Grade 7)
Nationally representative

Cognitive domains

Chichewa, English, mathematics

Contextual
instruments

Student questionnaire
Teacher questionnaire
Head teacher questionnaire

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis not used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)

Reporting and
dissemination

Reports not publicly available

Documents: (Ministry of Education, Science, & Technology of Malawi, 2014)
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Malawi
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring (national)

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Malawi participated in SACMEQ I–III

Target Population

Grade 688

Sample

SACMEQ III: 139 schools, giving approx. 2,800 students

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website89

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011; Ministry of Education, Science, &
Technology of Malawi, 2011)
Website: (SACMEQ, 2013)

88

Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.

89

Note that the SACMEQ website was offline for the duration of this consultancy. The information in this cell is based on material
downloaded from the site before it went offline.

78

Mozambique
Name

EGRA

Organisation
/ institution
responsible

Save the Children

Purpose

Program evaluation (Literacy Boost initiative)

Inception

2010-2011

Frequency

N/A (one-off)

Target Population

Grades 1–3 in treatment and control schools in Gaza

Sample

2011 end-line: approx. 550 children (preschool); approx. 430 students
(Grades 1–3)

Cognitive domains

Reading (Portuguese and Shangana)

Contextual
instruments

Student questionnaire

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Trends in cognitive performance computed

Reporting and
dissemination

Reports available from EdData website and Save the Children website

Documents: (Dowd & Fonseca, 2012)
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Mozambique
Name

EGRA

Organisation
/ institution
responsible

USAID, International Business & Technical Consultants, Inc. (IBTCI),
Global Surveys Corporation (GSC Research)

Purpose

Program evaluation (USAID/Aprender a Ler (APAL) initiative)

Inception

2013

Frequency

N/A (one-off)

Target Population

Grade 2, Grade 3 in treatment and control schools in Nampula and
Zambézia provinces

Sample

2013 baseline: Approx. 3,500 students (baseline in 2013)

Cognitive domains

Reading (Portuguese)

Contextual
instruments

Student questionnaire
Student questionnaire
Teacher questionnaire
Head teacher questionnaire
School inventory
Classroom inventory
Classroom observation

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data

Reporting and
dissemination

Reports available from EdData website

Documents: (Raupp, Newman, & Revés, 2013)

80

Mozambique
Name

National Assessment

Organisation
/ institution
responsible

Instituto Nacional de Desenvolvimento de Educação

Purpose

System-level monitoring

Inception

2000

Frequency

Irregular – 2nd and 3rd implementations in 2006 and 2009

Target Population

Grades 3

Sample

Unknown

Cognitive domains

Mother tongue, Portuguese, mathematics

Contextual
instruments

Unknown

Test Administration

Unknown

Analysis

Unknown

Reporting and
dissemination

Unknown

Documents: (UNESCO, 2008, 2015; UNICEF Mozambique Country Office, 2015)
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Mozambique
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Mozambique participated in SACMEQ II & III

Target Population

Grade 690

Sample

SACMEQ III: 183 schools, giving approx. 3,400 students
Nationally representative

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011)
Website: (SACMEQ, 2013)
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Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.

Namibia
Name

National Standardized Achievement Test (NSAT)

Organisation
/ institution
responsible

Directorate of National Examinations and Assessment (DNEA)

Purpose

System-level monitoring

Inception

2009

Frequency

Biannual

Target Population

Grade 5, Grade 7

Sample

Nationally representative

Cognitive domains

English, mathematics (Grade 5)
English, mathematics, natural science (Grade 7)

Contextual
instruments

Unknown

Test Administration

Unknown

Analysis

Unknown

Reporting and
dissemination

Unknown

Documents: (UNESCO, 2015)
Websites: (American Institutes for Research (AIR), n.d.; Nhongo, 2014; Sasman, 2011)

83

Namibia
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Namibia participated in SACMEQ I–III

Target Population

Grade 691

Sample

SACMEQ III: 275 schools, giving approx. 5,000 students
Nationally representative

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from the SACMEQ
website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2005, 2011)
Website: (SACMEQ, 2013)
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Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.

Rwanda
Name

EGRA, EGMA

Organisation
/ institution
responsible

USAID-Washington, USAID-Rwanda, Rwandan Ministry of Education

Purpose

System-level diagnostic

Inception

2011

Frequency

N/A (one-off)

Target Population

Grade 4, Grade 6

Sample

42 schools, giving approx. 840 students

Cognitive domains

Reading (English and Kinyarwanda), mathematics

Contextual
instruments

Student questionnaire
Teacher questionnaire
Head teacher questionnaire
School inventory
Classroom inventory
Classroom observation

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)

Reporting and
dissemination

Reports available from EdData website

Documents: (DeStefano, Ralaingita, Costello, Sax, & Frank, 2012)
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Rwanda
Name

Learning Achievement in Rwandan Schools (LARS)

Organisation
/ institution
responsible

Rwanda Education Board (REB),

Purpose

System-level monitoring

Inception

2011

Frequency

3-year cycle

Target Population

Grade 3

Sample

60 schools, giving approx. 2,500 students

Cognitive domains

Literacy (Kin-Rwanda) and numeracy

Contextual
instruments

Student questionnaire

Education Quality and Standards Department, UNICEF, UNESCO

Teacher questionnaire
School head questionnaire
Parent questionnaire

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)

Reporting and
dissemination

Reports not publicly available

Documents: (Rwanda Education Board, 2012), (UNICEF Rwanda Country Office, 2015)
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Somalia
Name

EGRA

Organisation
/ institution
responsible

Concern Worldwide

Purpose

Program evaluation

Inception

2013–2014

Frequency

N/A (one-off)

Target Population

Grade 2, Grade 3, Grade 4 in Concern-supported schools in Mogadishu

Sample

2014 end-line: Five schools, giving approx. 321 students

Cognitive domains

Reading (Somali language)

Contextual
instruments

N/A

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest

Reporting and
dissemination

Reports not publicly available

Documents: (Beattie, 2014; Beattie & Grogan, 2013)
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Somalia
Name

Monitoring Learning Achievement (MLA)

Organisation
/ institution
responsible

Ministry of Education, UNICEF

Purpose

System-level monitoring

Inception

N/A

Frequency

3-year cycle (intended)

Target Population

Grade 4, Grade 7 in Puntland and Somaliland

Sample

15 schools, giving approx. 1,000 students (Grade 4)

Cognitive domains

Somali and Mathematics (Grade 4)
Somali, Mathematics and Science (Grade 7)

Contextual
instruments

N/A

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis not used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest

Reporting and
dissemination

Reports not publicly available

Documents: (UNICEF Somalia, n.d.)
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South Africa
Name

Annual National Assessment

Organisation
/ institution
responsible

Department of Basic Education (DBE), Ministry of Education of South
Africa

Purpose

System-level monitoring

Inception

2011

Frequency

Annual

Target Population

Grade 1–6, Grade 992

Sample

Census (i.e. all children in target population)

Cognitive domains

Language (English, Afrikaans and nine local languages), mathematics
(Grades 1–3)
Language (English and Afrikaans) and mathematics (Grades 4–6, Grade
9)

Contextual
instruments

N/A

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis not used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest

Reporting and
dissemination

Reports available from DBE website

Documents: (Department of Basic Education Republic of South Africa, 2011, 2012, 2013, 2014)
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In South Africa’s Annual National Assessment, testing of Grade 7 and Grade 8 was piloted in 2014.
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South Africa
Name

National Assessment of Learner Achievement (NALA)

Organisation
/ institution
responsible

Human Sciences Research Council

Purpose

System-level monitoring (national)

Inception

2008

Frequency

N/A (one-off)

Target Population

Grade 9

Sample

Unknown

Cognitive domains

Language, mathematics, natural sciences

Contextual
instruments

Unknown

Test Administration

School-based
Group administration
Paper-based administration

Analysis

Unknown

Reporting and
dissemination

Reports not publicly available

Documents: (UNESCO, 2008, 2015)
Website: (Human Sciences Research Council South Africa, n.d.)
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South Africa
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; South Africa participated in SACMEQ II & III

Target Population

Grade 693

Sample

SACMEQ III: 392 schools, giving approx. 9,100 students
Nationally representative

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011; Moloi, n.d.)
Website: (SACMEQ, 2013)
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Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.
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South Africa
Name

TIMSS*

Organisation
/ institution
responsible

IEA

Purpose

System-level monitoring

Inception

1995

Frequency

4-year cycle; South Africa participated in 2011

Target Population

Grade 9 (2011)94

Sample

TIMSS 2011: 285 schools, giving approx. 12,000 students
Nationally representative

Cognitive domains

Mathematics and science

Contextual
instruments

Student questionnaire
Teachers questionnaires (Mathematics, Science)
School head questionnaire
Curriculum questionnaire

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive and contextual data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed
International comparisons of cognitive data reported

Reporting and
dissemination

International results reports, encyclopaedia and databases available
from the TIMSS and PIRLS/IEA websites

Documents: (M.O. Martin & Mullis, 2012; M. O. Martin, Mullis, Foy, & Arora, 2012; M. O. Martin, Mullis,
Foy, & Stanco, 2012; I.V.S. Mullis et al., 2008a, 2008b)
Websites: (IEA, n.d.; TIMSS & PIRLS International Study Center, n.d.)

94
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If it was expected that a country’s Grade 4/Grade 8 students would find TIMSS assessments too difficult, IEA encouraged the
country to test higher-grade children. Thus South Africa tested Grade 9 children with the TIMSS Grade 8 assessment.

South Africa
Name

PIRLS, prePIRLS*

Organisation
/ institution
responsible

IEA

Purpose

System-level monitoring

Inception

2011

Frequency

5-year cycle; South Africa participated in 2006 and 2011

Target Population

Grade 5 (2006), Grade 4, Grade 5 (2011)95

Sample

prePIRLS 2011: 341 schools giving approx. 15,750 students
PIRLS 2011: 95 schools, giving approx. 3,500 students
Nationally representative

Cognitive domains

Reading (English, Afrikaans, 11 local languages) (prePIRLS 2011)
Reading (English, Afrikaans) (PIRLS 2011)

Contextual
instruments

Student questionnaire
Teacher questionnaire
School head questionnaire
Parent questionnaire
Curriculum questionnaire

Test Administration

School-based
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive and contextual data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed
International comparisons of cognitive data reported

Reporting and
dissemination

International results reports, encyclopaedia and databases available
from the TIMSS and PIRLS/IEA websites

Documents: (Howie, Staden, Tshele, Dowse, & Zimmerman, 2012; M.O. Martin & Mullis, 2012; I.V.S. Mullis,
Martin, Foy, & Drucker, 2012; Ina V.S. Mullis, Martin, Kennedy, & Foy P., 2007)
Websites: (IEA, n.d.; TIMSS & PIRLS International Study Center, n.d.)

95

To overcome the challenges presented by multiple native languages and languages of instruction, South Africa tested Grade 5
students in PIRLS in 2006, instead of testing the standard of Grade 4 students. In 2011, Grade 4 students were tested with the
easier prePIRLS assessment, and Grade 5 children were again tested with PIRLS.

93

Swaziland
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Swaziland participated in SACMEQ II & III

Target Population

Grade 696

Sample

SACMEQ III: 172 schools, giving approx. 4,000 students
Nationally representative

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011)
Websites: (SACMEQ, 2013)
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Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.

Tanzania
Name

EGRA, EGMA

Organisation
/ institution
responsible

USAID-Tanzania, RTI

Purpose

System-level monitoring

Inception

2013 (baseline)

Frequency

N/A (one-off)

Target Population

Grade 2

Sample

200 schools, giving approx. 2,300 students

Cognitive domains

Reading (English, Kiswahili), mathematics

Contextual
instruments

Student questionnaire
Teacher questionnaire
Head teacher questionnaire
School inventory
Classroom inventory
Classroom observation

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)

Reporting and
dissemination

Reports available from EdData website

Documents: (Brombacher et al., 2014)
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Tanzania
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Tanzania participated in SACMEQ II & III97

Target Population

Grade 698

Sample

SACMEQ III: 196 schools, giving approx. 4,200 students
Nationally representative

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011)
Websites: (SACMEQ, 2013)
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Only Zanzibar of Tanzania participate in SACMEQ I.

98

Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.
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Tanzania
Name

Uwezo*

Organisation
/ institution
responsible

Twaweza

Purpose

System-level monitoring

Inception

2009/2010

Frequency

Annual

Target Population

6–16 years old

Sample

Approx. 10,5000 children
Nationally representative

Cognitive domains

Reading (English and Kiswahili), numeracy

Contextual
instruments

Household observation

Test Administration

Household-based

Village observation
School observation
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Trends in cognitive performance computed
Results presented in national and regional reports

Reporting and
dissemination

Reports, datasets and other documentation available from the Uwezo
website
Results disseminated via radio and print media

Documents: (Uwezo-Tanzania, 2013; Uwezo, 2014)
Website: (Twaweza, n.d.)
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Uganda
Name

EGRA

Organisation
/ institution
responsible

William and Flora Hewlett Foundation, RTI

Purpose

System-level diagnostic

Inception

2009

Frequency

N/A (one-off)

Target Population

Grade 2, Grade 3 in Central and Northern provinces

Sample

50 schools, giving approx. 1,950 students

Cognitive domains

Reading (English, Luganda/Lango)

Contextual
instruments

Student questionnaire
Teacher questionnaire
Head teacher questionnaire
School inventory
Classroom inventory
Classroom observation

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)

Reporting and
dissemination

Report available from EdData website

Documents: (Piper, 2010)
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Uganda
Name

EGRA

Organisation
/ institution
responsible

Save the Children

Purpose

Program evaluation (Literacy Boost initiative)

Inception

2010 (baseline), 2012 (midline)

Frequency

N/A (one-off)

Target Population

Grade 3 in treatment and comparison schools in Amuru and Nwoya
districts

Sample

2012 midline: approx. 530 students

Cognitive domains

Reading (Luo), one mathematics subtask

Contextual
instruments

N/A

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Trends in cognitive performance computed

Reporting and
dissemination

Reports available from Save the Children website

Documents: (Friedlander, Candiru, & Dowd, 2010; Guajardo et al., 2010)
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Uganda
Name

National Assessment of Progress in Education (NAPE)

Organisation
/ institution
responsible

Uganda National Examinations Board (UNEB)

Purpose

System-level monitoring

Inception

1996

Frequency

1–3-year cycle, most recently in 2010

Target Population

Grade 3, Grade 6

Sample

2010: 1,098 schools, giving approx. 21,900 students (in each of Grade
3 and Grade 6)
Nationally representative

Cognitive domains

Literacy (English and local languages), numeracy

Contextual
instruments

Student questionnaire

Test Administration

School-based

Head teacher questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis not used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data

Reporting and
dissemination

Reports available from UNEB website

Documents: (Uganda National Examinations Board, 2010)
Website: (Uganda National Examinations Board, n.d.)
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Uganda
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Uganda participated in SACMEQ II & III

Target Population

Grade 699

Sample

SACMEQ III: 264 schools, giving approx. 5,300 students
Nationally representative

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011)
Websites: (SACMEQ, 2013)

99

Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.
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Uganda
Name

Uwezo*

Organisation
/ institution
responsible

Twaweza

Purpose

System-level monitoring

Inception

2009/2010

Frequency

Annual

Target Population

7–16 years old

Sample

Approx. 92,000 children
Nationally representative

Cognitive domains

Reading (English and local languages), numeracy

Contextual
instruments

Household observation

Test Administration

Household-based

Village observation
School observation
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Trends in cognitive performance computed
Results presented in national and regional reports

Reporting and
dissemination

Reports, datasets and other documentation available from the Uwezo
website
Results disseminated via radio and print media

Documents: (Uwezo-Uganda, 2013; Uwezo, 2014)
Website: (Twaweza, n.d.)
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Zambia
Name

EGRA, EGMA

Organisation
/ institution
responsible

USAID, RTI

Purpose

Pilot for system-level diagnostic

Inception

2011

Frequency

N/A (one-off)

Target Population

Grade 2, Grade 3 in the Central, Copperbelt, Luapula, and Northern
regions

Sample

33 schools, giving approx. 800 students

Cognitive domains

Reading (Bemba), mathematics

Contextual
instruments

Student questionnaire
Teacher questionnaire
Head teacher questionnaire
School inventory
Classroom inventory
Classroom observation

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

IRT analysis not used to scale cognitive data
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)

Reporting and
dissemination

Report available from EdData website

Documents: (Collins et al., 2012; RTI, 2015a)
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Zambia
Name

EGRA

Organisation
/ institution
responsible

USAID, EDC

Purpose

Program evaluation

Inception

2012

Frequency

N/A (one-off)

Target Population

Unknown

Sample

1,400 students in 6 provinces

Cognitive domains

Reading (English, ChiNyanja, ChiTonga, IciBemba)

Contextual
instruments

Unknown

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

Unknown

Reporting and
dissemination

Reports not publicly available

Documents: (Collins et al., 2012; RTI, 2015a)
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Zambia
Name

EGRA

Organisation
/ institution
responsible

USAID, RTI

Purpose

System-level diagnostic (as part of the National Assessment Survey)

Inception

2014

Frequency

2-year cycle

Target Population

Grade 2

Sample

850 schools, 8,500 students
Nationally representative

Cognitive domains

Reading (Bemba, Nyanja, Luvale, Lunda, Silozi, Kikoande, Tonga)

Contextual
instruments

Unknown

Test Administration

School-based
One-on-one administration
Oral administration

Analysis

Unknown

Reporting and
dissemination

Reports not publicly available

Documents: (Collins et al., 2012; RTI, 2015a)
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Zambia
Name

National Assessment of Learning Achievement

Organisation
/ institution
responsible

Examinations Council of Zambia

Purpose

System-level monitoring

Inception

1999

Frequency

2-year cycle

Target Population

Grade 5, Grade 9

Sample

2008: Approx. 400 schools, approx. 8,000 students
Nationally representative

Cognitive domains

Grade 5 : English, mathematics, life skills
Grade 9 : English, mathematics, environmental sciences

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
Head teacher questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis not used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Frequency analyses conducted on contextual data

Reporting and
dissemination

Reports not publicly available
Results of Grade 5 in 2008 were disseminated at provincial level. Also,
remedial materials were developed for the areas that were found to be
challenging for teachers and learners based on the test item analysis

Documents: (Examinations Council of Zambia, 2015; RTI, 2015a, 2015c; Sakala & Chilala, 2007; UNICEF
Zambia Country Office, 2015)
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Zambia
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Zambia participated in SACMEQ I–III

Target Population

Grade 6100

Sample

SACMEQ III: 157 schools, giving approx. 2,900 students
Nationally representative

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011)
Websites: (SACMEQ, 2013)

100 Teachers of Grade 6 reading, mathematics and health knowledge are also tested in SACMEQ.
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Zimbabwe
Name

SACMEQ

Organisation
/ institution
responsible

SACMEQ

Purpose

System-level monitoring

Inception

SACMEQ I: 1995–1999

Frequency

5–6-year cycle; Zimbabwe participated in SACMEQ I and III

Target Population

Grade 6101

Sample

SACMEQ III: 155 schools, giving approx. 3,000 students
Nationally representative

Cognitive domains

Reading (English), mathematics, health knowledge

Contextual
instruments

Student questionnaire

Test Administration

School-based

Teacher questionnaire
School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Working papers present international-level results
Reports present national-level results
Working papers, reports, databases available from SACMEQ website

Documents: (Hungi, 2011a, 2011m; Hungi et al., 2010; Makuwa, 2011)
Websites: (SACMEQ, 2013)

101 Teachers of Grade 6 Reading, Mathematics and Health Knowledge are also tested in SACMEQ.
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Zimbabwe
Name

Zimbabwe Early Learning Assessment (ZELA)

Organisation
/ institution
responsible

ZIMSEC

Purpose

System-level monitoring

Inception

2012–2015 (baseline, two cycles)

Frequency

N/A (one-off)

Target Population

Grade 3

Sample

2014 cycle: 500 schools, giving approx. 16,000 students

Cognitive domains

English, mathematics, Ndebele and Shona

Contextual
instruments

Student questionnaire

Test Administration

School-based

School head questionnaire
Group administration
Paper-based administration

Analysis

IRT analysis used to scale cognitive data
Competency levels/benchmarks established
Frequency analyses conducted/mean scores calculated for cognitive
results, disaggregated by contextual variables of interest
Relationship between cognitive performance and contextual factors
explored via analytical techniques (eg correlation, regression, multilevel
modelling)
Trends in cognitive performance computed

Reporting and
dissemination

Reports not publicly available

Documents: (The Australian Council for Educational Research & Zimbabwe School Examination Council,
2013a, 2013c, 2015)
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